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CHAPTER 1. INTRODUCTION 
Writing is a skill that is taught to students in schools. The way it is taught has 
changed and developed over time. The writing process has evolved over the years stemming 
from its root in the constructivist learning theory and has continued to change as technology 
has be~n infused into the learning process. As computers have become prevalent in 
education, the use of a word processor has been introduced as part of the writing process. 
Using a word processor throughout this process assists students during the revision and 
editing stages (Bruce & Rubin, 1993; Butler & Cox, 1992; Cochran-Smith, 1991; Montague, 
1990; Reed, 1996; Tompkins, 2000). 
This study will focus on the writing process using findings from previous studies to 
examine the type of edits and revisions made by students during the writing process (Allen, 
1993; Butler & Cox, 1992; Cochran-Smith, 1991; Cohen & Riel, 1989; Daiute, 1986; Greer, 
1991; Montague, 1990; Reed, 1996; Robbins & Fischer, 1996). Specifically, this study will 
examine the effects that two conferencing formats have on the type of revisions and edits 
made by third grade students during the writing process. All of the students in a third grade 
classroom will use a word processor to write their stories. The control group of students will 
conference with peers and the teacher during the revision and editing stages. During the 
same stages, the experimental group will conference with peers and via electronic mail with 
preservice teachers attending a mid-western university. Data will be examined for the 
number and type of revisions and edits made after the revising and editing stages of the 
writing process. The data will be compared between the two groups to examine whether the 
conferencing format significantly effected the types of revisions and edits made by the 
students. 
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When planning a study such as this, one needs to look at the underlying theories and 
past research. In the next sections, there is a brief review of the literature related to this 
study. 
Constructivism 
Education is based upon several learning theories. One such learning theory is the 
constructivist learning theory. Constructivists believe that students learn best when they 
construct their own knowledge instead of being given the information (Wadsworth, 1996). 
"We construct our own understandings of the world in which we live. We search for tools to 
help us understand our experiences. To do so is human nature" (Brooks & Brooks, 1993, p. 
4) . 
Within the constructivist framework, there are two threads: social and cognitive. The 
social constructivist theory is based on the work of Lev Vygotsky, a Russian psychologist 
and philosopher (Dixon-Krauss, 1996; Willis, Stephens, Matthew, 1996). Vygotsky 
emphasized the social context of learning and that collaboration with other people, of all 
ages, aids in the way the student develops new knowledge (Willis, et. al., 1996). Cognitive 
constructivist theory is based on the work of psychologist, Jean Piaget. The focus of Piaget's 
"theory is that children construct knowledge about their world through their active 
involvement in experiences that are meaningful to them and appropriate to their level of 
cognitive development" (Willis et. al. , 1996, p. 48) . 
There are some key elements that run through both the cognitive and social 
constructivist theories. In general, these elements are characteristic of a constructivist 
learning environment. Murphy (1997) summarized these elements as follows: 
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1. Multiple perspectives and representations of concepts and content are presented 
and encouraged. 
2: Goals and objectives are derived by the student or in negotiation with the teacher 
or system. 
3. Teachers serve in the role of guides, monitors, coaches, tutors and facilitators . 
4. Activities, opportunities, tools and environments are provided to encourage 
metacognition, self-analysis -regulation, -reflection & -awareness. 
5. The student plays a central role in mediating and controlling learning. 
6. Learning situations, environments, skills, content and tasks are relevant, realistic, 
authentic and represent the natural complexities of the 'real world'. 
7. Primary sources of data are used in order to ensure authenticity and real-world 
complexity. 
8. Knowledge construction and not reproduction is emphasized. 
9. This construction takes place in individual contexts and through social 
negotiation, collaboration and experience. 
10. The learner's previous knowledge constructions, beliefs and attitudes are 
considered in the knowledge construction process. 
11. Problem-solving, higher-order thinking skills and deep understanding are 
emphasized. 
12. Errors provide the opportunity for insight into students' previous knowledge 
constructions. 
13. Exploration is a favored approach in order to encourage students to seek 
knowledge independently and to manage the pursuit of their goals. 
14. Learners are provided with the opportunity for apprenticeship learning in which 
there is an increasing complexity of tasks, skills and knowledge acquisition. 
15. Knowledge complexity is reflected in an emphasis on conceptual interrelatedness 
and interdisciplinary learning. 
16. Collaborative and cooperative learning are favored in order to expose the learner 
to alternative viewpoints. 
17. Scaffolding is facilitated to help students perform just beyond the limits of their 
ability. 
18. Assessment is authentic and interwoven with teaching (Murphy, 1997, p. 5-6). 
Within the constructivist framework, the "cognitive constructivists explore the natural 
inner processes that occur when a person reads, writes, or otherwise makes meaning and 
expresses or communicates thought" (Willis, et. al., 1996, p. 47). The writing process 
techniques were developed when researchers looked at something other than the written 
product. Researchers investigated the way people wrote and created a framework that 
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outlines the stages of the writing process (Calkins, 1994; Dixon-Kraus, 1996; Willis, et. al ., 
1996). 
Writing Process 
The writing process is designed to have several stages. These stages include 
prewriting, drafting, revising, editing, and publishing (Calkins, 1994; Solley, 2000; 
Tompkins, 2000). While the writing process is set up with these different stages, these stages 
should be thought of as a guide in the process of wri~ing, not a sequence that must be 
followed (Nemetz, 1986). 
Particular writing skills are developed in each of the five stages ( Calkins, 1994; 
Solley, 2000; Tompkins, 2000). During the prewriting stage, students become motivated to 
write. The students brainstorm and generate ideas and begin their writing. During the 
drafting stage, the student expresses ideas in the form of written work, whether handwritten 
or typewritten. If the writer has spent a sufficient amount of time on prewriting, the first 
draft of the writing will be smooth and require the least amount of time in the writing process 
(Nemetz, 1986). Next, revision is the stage where the student reexamines what was written. 
The focus is on the overall clarity and organization of the writing. The student will change 
details, emphasis, wording, and organization of the information in the writing (Tompkins, 
2000). This stage develops fluency of the writing. The fourth stage is editing. Editing is the 
refinement of the writing. This stage focuses on the conventions of writing (grammar, usage, 
capitalization, spelling, paragraphing, and punctuation). Publishing is the final stage of the 
writing process. This is presenting the writing in a finalized format and sharing it with an 
audience. 
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In this study, the writing process stages of revision and editing will be examined. 
Revision is the act of discovery, of changing what was once in the writer's mind and 
continues during the act of writing. In revision, the writer applies what is known and makes 
it more complete and logical (Marder, 1982). Even though revision is a necessary part of the 
writing process, it can be the hardest for the writer to do. Revision is an exercise that 
requires the help of other readers. The students are "attached to their words with a tenacity 
that is surprising" (Smith, 1982, p. 132) and they need to be prompted by others to make 
changes. When writers revise, they determine what they wanted to say and become aware of 
the choices available when developing their writing (Ruszkiewicz, 1982). After revision 
occurs, the focus of the writer then shifts to editing. Editing allows the writer to correct 
mechanical errors and spelling (Calkins, 1994; Tompkins, 2000). Editing is the time to get 
the writing in its final form (Calkins, 1994; Tompkins, 2000). 
These stages are important guides for the writing process. However, as stated earlier, 
the stages aren't always followed sequentially. In fact, writing doesn't always occur using all 
of these stages. It is important to teach the students how to choose which products to refine 
in all aspects of these stages (Nemetz, 1986). 
Using the Word Processor in the Writing Process 
One writing tool students might chose to use throughout the writing process is a word 
processor. The use of word processing in the writing process has increased since the mid-
l 980s because of the increased numbers of computers located in classrooms and labs 
(Cochran-Smith, 1991). The word processor gives students the luxury to play around with 
the words (Keith & Glover, 1987). The ease with which words can be moved allows writers 
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to look at different combinations without the mess of scribbles and arrows and the time 
consuming task of rewriting. The word processor allows writers to treat the text as 
impermanent because of the ease with the way text can be changed (Cochran-Smith, 1991). 
This allows writers to explore, discover, and refine the writing until it says what is wanted. 
Keith and Glover (1987) listed the following advantages that were agreed upon by teachers 
who have used word processors in their classrooms with students. 
1. It enhances their perceptions of themselves as 'real writers.' 
2. It gives their text a better public image. 
3. It teaches them how to edit their own work. 
4. It gives them a new perspective on spelling and punctuation errors. 
5. It enables them to reflect on the thinking which goes on behind the writing. 
6. It makes it easier for them to share their work with others. 
7. It encourages experimentation and risk taking (Keith & Glover, 1987, p. 138). 
Because of these capabilities, the word processor does support the goals of the writing 
process ( Calkins, 1994). 
Computer-Mediated Communication 
Computer-mediated communication is another way of using the computer within the 
writing process. The definition of computer-mediated communication depends on how one 
defines human communication. "At its narrowest, computer-mediated communication refers 
to computer applications for direct human-to-human communication. This includes 
electronic mail, group conferencing systems, and interactive 'chat' systems. At its broadest, 
computer-mediated communication can encompass virtually all computer uses" (Santoro, 
1995, p. 11 ). As it is currently used in the instructional setting, "computer-mediated 
communication provides electronic mail and real-time chat capabilities, delivers instruction, 
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and facilitates student-to-student and student-to-teacher interactions across a desk or across 
the world" (Berge & Collins, 1995, p. 1 ). 
The use of computer-mediated communication in an instructional setting is often 
categorized in three ways: computer-assisted instruction, informatics, and conferencing. In 
computer-assisted instruction, the computer is used to "structure and manage both the 
presentation of information and the possible responses available to the human user" (Berge 
& Collins, 1995, p. 2). Informatics is online public access to catalogs and databases, and 
other programs that maintain information. An example of this category would be a college or 
university library catalog that is accessible on the Web. The final category of computer-
mediated communication is conferencing, which will be used in this study. 
Computer-mediated communication conferencing "involves direct human-to-human 
communication, with the computer acting simply as a transaction router, or providing simple 
storage and retrieval functions" (Santoro, 1995, p. 14). This category includes electronic 
mail, group conference support systems (Listserv, Usenet, bulletin board systems), and 
interactive messaging. Electronic mail is the most common use of computer-mediated 
communication. This is a form of one-to-one communication and is a useful way for human 
communication to occur conveniently when distance or time is a consideration. 
As students move through the stages of the writing process, "activities designed to 
stimulate and inform students struggling through the process are difficult to implement, 
evaluate, and monitor. The problem is time and space" (Shimabukuro, 1995, p. 38). 
Computer-mediated communication has been used to ease this constraint. The use of 
electronic mail as a way to conference with the teacher or another person has been used as a 
format for conferencing within the writing process (Allen, 1993; Cohen & Riel, 1989; 
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Coogan, 1995; Mason, Duin, & Lammers, 1994; Robbins & Fischer, 1996). Electronic 
writing partners allows more personal attention than the teacher can give during a class 
period (Coogan, 1995; Mason, Duin, & Lammers, 1994; Robbins & Fischer, 1996). 
Computer-mediated communication has been used to aid in the instruction of the 
writing process, but has it made an impact? Although word processing has played a role in 
helping transform the writing process, it is still unclear if computer-mediated communication 
can play a role in furthering this transformation. 
Statement of the Problem 
Many teachers are interested in looking for instructional strategies that will improve 
students' writing skills. Collectively, the writing process, the use of word processors, and 
computer-mediated communication, specifically electronic conferencing, are all strategies 
that have the potential to positively impact student writing skills. Although there have been 
several research studies conducted with middle school to college students that examined 
using word processors and electronic conferencing during the writing process, there have 
been few studies involving these components at the elementary level. Since elementary 
students do use the writing process and are exposed to different types of technology use (e.g., 
word processors, electronic mail) in classrooms, there is now a need to examine the impact 
these might have on developing the writing skills of younger elementary students. 
Purpose of the Study 
This study will examine the effects of conferencing format with the number and types 
of revisions and edits made by third grade students during the writing process. Data will be 
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collected to identify the number and type of changes students make after each peer and 
teacher conference during the writing process. The study will also report students' attitudes 
towards the revision and editing process, the type of feedback given to the students, and the 
use of electronic mail as a conferencing format. 
Research Questions 
During this study, the following research questions will be examined. 
1. Does the format of conferencing, face-to-face or electronic mail, impact the number and 
types of revisions and edits made by third grade students? 
2. Is there a difference in quality of students' final draft when using a different conferencing 
format? 
3. Does the format of conferencing used affect student attitudes toward the writing process? 
Limitations of the Study 
The following limitations were considered for this study: 
1. The sample size was small (21 students). 
2. The data can not be generalized to other populations. 
3. The length of the study was short; so long term effects won't be calculated. 
4. Due to the study's design, it is impossible to count the revisions made by the 
students in the act of composing. 
5. Keyboarding and computer literacy is different among participants and was not 
controlled for in the student assignment to groups. 
Summary 
This study is designed to examine the effects of conferencing format on the revising 
and editing stages of third grade students and how it effects the overall quality of their final 
draft. The writing process is designed to focus on the process of writing, not on the finished 
product. As technology is integrated into learning, the word processor is being used as a tool 
in the writing process. Computer-mediated conferencing has been used within the writing 
process to aid students' instruction. Although this has mainly occurred with middle school to 
college students, this study will examine the impact using different conferencing formats 
with younger students. The next chapter will provide a review of literature used to develop 
the rationale for this study. 
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CHAPTER 2. LITERATURE REVIEW 
The literature review will provide a summary of the research and the theoretical 
background for this study. First, constructivism will be discussed as the theoretical base for 
the study. Next, the stages of the writing process will be explained along with how word 
processing is used within the writing process. Finally, a review of how computer mediated 
communication is used within the writing process and the impact it has had in developing 
writing skills. 
Constructivism 
The constructivist learning theory is based upon the premise that "mental 
development is seen as the product of the interaction of the organism ( the child) and the 
environment" (Wadsworth, 1996, p. 4). Plato and John Dewey were the first to develop this 
learning theory. Most recently, Heinz Werner, Lev Vygotsky, and Jean Piaget have 
continued to develop this theory based on learners being actively involved in their own 
learning (Wadsworth, 1996). The learner is actively involved in the construction of 
knowledge as interaction occurs. "By acting on the world, the learner comes to discover how 
to control it. In human beings, learning how to act on the world and discovering the 
consequences of action form the bedrock of thinking itself' (Wood, 1998, p. 5). Hence, the 
motivation for learning and development takes on an internal focus instead of being forced 
from an external source. 
Within the constructivist learning theory, there are two types of constructivist 
learning philosophies: social constructivism and cognitive constructivism (Willis, Stephens, 
& Matthew, 1996; Wood, 1998). Social constructivism is based upon the theory that the 
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learner's interactions with people and culture have an impact on the learning (Wood, 1998). 
Whereas, cognitive constructivism emphasizes the developmental cognitive processes of the 
learner (Willis, et. al., 1996). The two sections that follow will briefly describe these two 
types of constructivist philosophies. 
Social constructivism 
The framework of social constructivism is attributed to the work of Russian 
psychologist and philosopher Lev Vygotsky (Dixon-Krauss, 1996; Willis, et. al., 1996). 
Social constructivism is grounded in the idea that the social contexts of the learner play a role 
in how meaning is constructed. According to social constructivists, learners construct 
knowledge through the interactions that take place with others who can model the 
construction of knowledge (Wadsworth, 1996). 
Vygotsky (1986) used the phrase "zone of proximal development" to explain learning 
in a social constructivist classroom. The zone of proximal development is referred to as the 
gap that exists for the learner between what he is able to do alone and what he can achieve 
with help from someone with more knowledge (Wood, 1998). The zone of proximal 
development is one way to look at the readiness of the learner (Wood, 1998). It allows one 
to distinguish between a learner's current level of performance and his aptitude to learn with 
further instruction. The implications that the zone of proximal development has on 
instruction are tremendous. Instruction can be designed around this mental development 
(Dixon-Krauss, 1996). The teacher needs to find the learner's current level of knowledge 
and place the instruction of new concepts within this zone of proximal development. 
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Cognitive constructivism 
Piaget and his learning theories guide the framework for cognitive constructivism 
(Willis, et. al., 1996). Cognitive constructivism is based upon the assumption that the learner 
constructs meaning through cognitive interactions (Willis, et. al., 1996). Piaget stated that 
learners construct knowledge through active involvement in experiences meaningful to them 
and appropriate to their cognitive level (Wadsworth, 1996; Willis, et. al., 1996). It is within 
this learning process that natural intelligence unfolds. However, the learner's current level of 
development places limits on what can be learned. When disequilibrium creates a cognitive 
conflict, it signals for the construction of new knowledge to begin (Wadsworth, 1996). 
Social factors often influence this occurrence. When this cognitive conflict occurs, cognitive 
constructivism suggests that the learner needs engagement in a rich and meaningful 
environment in order to interact with and to construct new knowledge (Wadsworth, 1996). 
Summary of constructivism 
Social constructivism and cognitive constructivism suggest differences in how 
knowledge is acquired. However there are some key similarities in the elements of the 
principles they are founded upon. Learners are making "sense of the world by synthesizing 
new experiences into what we have previously come to understand" (Brooks & Brooks, 
1993, p. 4). When one is confronted with something that doesn't make sense, the learner 
interprets this new phenomenon and finds a way to make it conform to what is already 
known (Brooks & Brooks, 1993). Each learner interprets the world in their own way, based 
upon past perceptions, and gains meaning from these interpretations (Brooks & Brooks, 
1993; Dixon-Krauss, 1996). 
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Since the learner is responsible for his or her own learning, the teacher assumes the 
role of facilitator. In the constructivist framework, the teacher creates a learning 
environment where learners are encouraged to think and explore (Brooks & Brooks, 1993; 
Wadsworth, 1996; Willis, et. al., 1996). Curriculum is designed to allow students to design, 
think, change, and evaluate questions they pose and are interested in (Brooks & Brooks, 
1993). These questions are many times answered through social interactions with people and 
the environment. 
Implications for writing instruction 
Since constructivism approaches learning from the learner's perspective, writing can 
be taught from a learner-centered perspective rather than teacher-centered. "It is imperative, 
therefore, that all classrooms be learner-centered classrooms, meaningful writing is 
emphasized, and the child's perspective is of paramount importance" (Dixon-Krauss, 1996, 
p. 97). Through observing students throughout the writing process and reading of the 
student's writings, the teacher can learn when the optimum moment would be for teaching to 
occur. 
Errors that are made are a window that allows the teacher to view the child's learning 
needs within written language (Wadsworth, 1996). The teacher needs to seize these 
moments, through conferencing or mini-lessons, and guide the student to learn from these 
errors at their developmental level (Calkins, 1994; Tompkins, 2000; Wadsworth, 1996). 
The constructivist learning philosophy encourages the student to make choices about 
his or her own writing. "Each student chooses the topic for her writing, the length and genre 
of her piece, the partners with whom she will gather ideas and revise it, the audience, and the 
venue for publication of her writing" (Dixon-Krauss, 1996 p. 101 ). Students must be given 
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ample time to complete the task of writing and the teacher will appropriately respond to the 
writing in a timely fashion (Dixon-Krauss, 1996). 
Writing Process 
One approach to teaching writing under the constructivist framework is the writing 
process (Calkins, 1994; Tompkins, 2000; Wadsworth, 1996). The writing process is writing 
instruction that looks at what students think and do as they write, not just the finished 
products (Tompkins, 2000). Two researchers who first examined students' writing processes 
were James Britton and Janet Emig (Tompkins, 2000). The writing process is broken into 
stages that students move through as the writing occurs. The writing process stages include 
prewriting, drafting, revising, editing, and publishing (Calkins, 1994; Solley, 2000~ 
Tompkins, 2000). 
Prewriting 
The prewriting stage occurs when the writer gets ready to write ( Calkins, 1994; 
Tompkins, 2000). It is not "exercises the child had to do before it was felt they could write 
properly" (Wyse, 1998, p. 40). Writers begin by talking, reading, and writing to see what 
their topic will be (Tompkins, 2000). This is the act of discovering what the writing will be 
about, not developing the topic entirely. During the prewriting stage, Tompkins (2000) 
suggests that students focus on the following: 
• choose a topic. 
• gather and organize ideas. 
• identify the audience to whom they will write. 
• identify the purpose of the writing activity. 
• choose an appropriate form for their compositions based on audience and purpose 
(Tompkins, 2000, p. 11). 
16 
The more writers develop their ideas during the prewriting stage, the easier the writing 
becomes in the drafting stage of the writing process (Calkins, 1994; Tompkins, 2000). 
Drafting 
The drafting stage is known as writing a rough draft. This occurs when ideas are 
developed on paper. "The drafting stage is the time to pour out ideas, with little concern 
about spelling, punctuation, and other mechanical errors" (Tompkins, 2000, p. 15). Children 
understand this is just one of the first stages of the writing process, so the draft does not have 
to be written with perfection. There will be numerous alterations made to the rough draft as 
the writer moves through the writing process (Tompkins, 2000). Usually, the writer will 
write several drafts before reaching the final stage of publishing the story. 
Revising 
During the revising stage, the writer clarifies and refines their ideas (Siegler, 1998; 
Tompkins, 2000). The primary focus of the revision stage is on the content of the writing. 
"The word revision means 'seeing again,' and in this stage writers see their compositions 
again with their classmates and the teacher helping them" (Tompkins, 2000, p. 16). A major 
part ofrevising is separating one's own perspective from that of the person who will read the 
writing (Siegler, 1998). This is a difficult stage for children to complete (Calkins, 1994; 
Meadows, 1993; Siegler, 1998; Tompkins, 2000). 
Students need to take a short break, one or two days, between writing the rough draft 
and revising it (Siegler, 1998; Tompkins, 2000). This time off allows writers to lessen their 
ownership of the story so they are open to suggested changes. During the revision process, 
the student usually works with someone individually or in writing groups (Calkins, 1994; 
Tompkins, 2000). A writing group offers the writer a supportive environment to share their 
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story. Members of the writing group offer the writer possible suggestions on how to improve 
their rough draft (Tompkins, 2000). After revisions are suggested, children are encouraged 
to revise the original draft. These revisions involve the student making changes such as: 
crossing out, drawing arrows, or writing in empty spaces to add words, substitute sentences, 
delete paragraphs, or move phrases (Tompkins, 2000). 
Editing 
Editing is the fourth stage in the writing process. During the editing stage, the focus 
is on putting the writing into its final form ( Calkins, 1994; Tompkins, 2000). The writer's 
focus during the editing stage is on the mechanics of writing. The writer will "polish" the 
writing by correcting mechanical errors and spelling (Calkins, 1994; Tompkins, 2000). The 
writer is looking for errors that "include capitalization, punctuation, spelling, sentence 
structure, usage, and formatting considerations specific to poems, scripts, letters, and other 
writing forms" (Tompkins, 2000, p. 20). This stage of the writing process is a good way to 
teach mechanical skills instead of using a workbook (Calkins, 1994; Siegler, 1998; 
Tompkins, 2000). This functional approach to learning the mechanics of writing is more 
effective than isolated practice (Solley, 2000; Tompkins, 2000). 
As with the revising stage, the writer does a better editing job if the story is set aside 
for a couple of days (Siegler, 1998; Tompkins, 2000). After the writer has gained a fresh 
perspective, the proofreading process begins. It is difficult for children to hunt for errors 
because of their natural inclination to read for meaning (Tompkins, 2000). To demonstrate 
proofreading, teachers may take a piece of a student's writing and display it on an overhead 
to use as an example for a mini-lesson (Calkins, 1994; Solley, 2000; Tompkins, 2000; Wyse, 
1998). The teacher will demonstrate editing skills. In many classrooms, an editing chart or 
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checklist is used so students can identify specific errors (Solley, 2000; Tompkins, 2000). 
First, the writer looks for his or her errors and then pairs up with another student who helps 
edit their stories. If mechanical correctness is crucial, the writer can then meet with the 
teacher for a final editing conference. 
Publishing 
The final stage of the writing process is publishing the writing and sharing it with an 
audience. The writer usually publishes the story in the format of a book. The book can be as 
simple as papers stapled together or as complex as a hardback covered book. It does not 
matter what published format the story takes because it is the text that is of utmost 
importance. Once a book has been published, it can be shared with an audience and is then 
placed in the classroom library (Calkins, 1994; Tompkins, 2000; Wyse, 1998). Students 
typically enjoy reading their stories aloud and listening to their classmate's stories. This 
sharing leads to discussions and debates over students' interests and is considered an 
important element of the writing process (Wyse, 1998). 
Conferencing during the writing process 
During the writing process, conferences can be held between the teacher and student 
or with peers (Solley, 2000). These conferences can be short, informal conferences to talk 
about the writing or can help solve a problem related to the story (Tompkins, 2000). A 
teacher-student conference occurs when the teacher and student have an uninterrupted time to 
discuss the story and any problems encountered. At this time, the teacher provides feedback 
and suggestions to the student (Solley, 2000). A peer conference involves either two students 
discussing their writing or a group of students giving feedback to one student on his or her 
story (Solley, 2000; Tompkins, 2000). Conferencing is a time for students to offer feedback, 
19 
to make suggestions, and to encourage each other (Solley, 2000). When a student shares 
their story, positive feedback can be received which boosts the student's self-esteem (Solley, 
2000). 
Although conferences can be held at anytime within the writing process, they most 
often occur during the revising and editing stages. (Tompkins, 2000). At the revising stage 
of the writing process, a conference is often held for the writer to get specific suggestions 
about how to revise their stories (Calkins, 1994; Tompkins, 2000). The focus is on the 
content of the story, not the mechanics. It is a time for the students to relax about their 
technique and focus on the subject and the audience (Calkins, 1994). During the editing 
stage, a conference is held to proofread the story and correct errors (Calkins, 1994; Solley, 
2000). The focus becomes finding and fixing mechanical errors. Many teachers have 
checklists of specific errors students should look for as they participate in these conferences 
(Calkins, 1994; Solley, 2000; Tompkins, 2000). 
Role of an audience 
Writing can be done for oneself or for others. When writing for an audience, children 
vary their speech of the writing to fit the reader (Tompkins, 2000). The audience may be 
parents, grandparents, younger children, classmates, pen pals, imaginary characters, or even 
more distant and less well known people (Tompkins, 2000; Wyse, 1998). However, the most 
common audience for children is their teacher. The role the teacher assumes will effect the 
type of writing done by the student (Tompkins, 2000). The teacher can be a trusted adult 
who children feel secure sharing their writing with because they receive an interested 
response to what has been written (Tompkins, 2000). When the teacher takes on the role of a 
judge, the child's writing will be done to receive a grade or to satisfy the teacher (Tompkins, 
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2000). The notion that children should write for a range of audiences is important in 
developing their writing (Tompkins, 2000; Wyse, 1998). However, some audiences have 
greater importance to the child. If the audience isn't real to the student, it will not be 
significant and there will be less motivation to write (Wyse, 1998). 
One study where audience was of significance to composing in the writing process is 
described in a year long writing exchange between eight classes in the United States and 
Great Britain (Freedman, 1994). The participants were classes in grades six through nine in 
the United States and from one through four in Great Britain. In all the classes, the students 
were asked to write for both the exchange audience and for examiners. Each classroom had 
the students approach audience from different perspectives. One U. S. classroom required 
the students to write for both audiences at once, but found that combining the two audiences 
became difficult. As one student stated, "I was very worried ... I was going to end up with 
insufficient work for the [examination] folders" (Freedman, 1994, p. 162). 
Each student who participated in this study took a different approach when doing 
their writing. Sometimes they would choose to focus on the examiner as the audience and 
other times the exchange audience. A Great Britain classroom focused most of the attention 
on the examiner as the audience. This caused additional problems because the students wrote 
less for the exchange audience and when writing for the examiner, their writing was 
inhibited. 
Results from this study indicated that the audience that was being written for greatly 
influences the style of writing. When writing for the examiner, the writing seemed to be 
missing information. The students seemed to think that since the audience, their teacher, had 
the same background knowledge it wasn't as necessary to elaborate. But when writing for 
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the exchange audience, the students seemed to write more detail and explain more about the 
topics in their writing. 
Summary of the writing process 
The writing process is one approach used to teach writing that stems from a 
constructivist theory framework. The focus is on the process that students go through, not 
entirely the finished product. When working in the writing process, students move through 
five stages: prewriting, drafting, revising, editing, and publishing. 
During the prewriting stage, the student gets ready to write by choosing a topic and 
organizing ideas. Prewriting is an important stage that prepares the student to write and will 
make the drafting stage easier. When finished with their prewriting, the next stage is the 
writing of the first draft. During this stage, the focus is on getting ideas written. This is the 
first of many drafts and changes will be made to it in the next stages of the writing process. 
When the draft has been completed, the next step in the process is the revising stage. 
The revising stage focuses on changes to the content of the story. The student makes 
changes to help clarify and improve their story. This stage is often completed with the 
support of peers or the teacher through conferences or writing groups. When revisions have 
been made to the student's draft, the focus changes during the editing stage. The editing 
stage focuses on the mechanics of the writing. This stage is when the student fixes 
mechanical errors and formatting. 
The final stage of the writing process is publishing. During this stage, the student 
puts the writing into its final format. In many instances, the student will use the word 
processor as a tool to publish his or her story. The word processor makes the writing look 
more professional. Since the word processor is used in the publishing stage, can it be a 
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learning tool that can be used through not the entire writing process? The next section will 
discuss research findings on the use of the word processor as a learning tool during the 
writing process. 
Using the Word Processor in the Writing Process 
A word processor is a learning tool that can be used to write a story while working 
within the writing process. Using a word processor during the writing process has been 
shown to result in higher-quality writing, more writing, and improved attitude about writing 
(Bangert-Downs, 1993; Butler & Cox, 1992; Montague, 1990; Reed, 1996). Results are not 
significant, but over time improvements are consistent (Siegler, 1998). Others have reported 
that students compose the same way no matter what learning tool they are using, pen and 
paper or word processor (Tompkins, 2000). Students who are single-draft writers and who 
limit the number of revisions that are made, continue writing only one draft whether using 
the word processor or handwriting (Tompkins, 2000). It is well documented that although 
the word processor is a tool for students to use to write well, there still needs to be good 
teaching involved (Cochran-Smith, Paris, Kahn, 1991; Simic, 1994). Table I is included to 
provide an overview of the studies that have used the word processor during the writing 
process. 
Revising and editing with a word processor 
Word processing is flexible in a way that paper isn't (Cochran-Smith, et. al., 1991 ). 
"When working in the writing process, child learn to write by developing and refining their 
compositions, and when children write on a computer, they realize that writing is a 'fluid and 
ever-changing' process" (Strickland, 1997, p. 10). Word processing has "the capacity to 
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Table 1. Overview of studies conducted using the word processor during the writing process. 
-Researcher -vear -Participants Summary oi study Results 
Cochran-Smith 1991 Elementary Analysis of several Word processing 
research studies increased the "gross 
conducted using a word number" of revisions 
processor in the writing made by elementary 
Erocess. students. 
Butler & Cox 1992 first graders Two first grade Student interest and 
students used the word involvement 
processor to type three increased and 
stories after instruction students continued to 
on how to use the clarify the meaning 
program and type. of the text unlike 
when writing with 
Eencil and £aper. 
Montague 1990 Elementary Analysis of twelve Students wrote 
(grades one research studies longer stories, 
to five) revised more, 
conference with the 
teacher more often, 
improved attitudes, 
and improved 
9ualit~ and fluenc~ . 
Reed 1996 Elementary Analysis of research Students who used 
studies conducted after the word processor 
1987 had improved 
attitudes about 
writing, the fluency 
and quality were 
higher, and students 
thought making 
revisions was easier. 
make easier and speedier the production, revision, and editing of text," thus shortening the 
length of time it takes for writing to occur (Cochran-Smith, et. al., 1991, p. 27). This is what 
makes it an invaluable tool within the writing process. If writers choose to add a word to a 
paper draft, they must compose and fit the edits on paper or erase and rewrite. In word 
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processing, the text can be easily revised and edited because of the nature of the learning 
tool. Revising and editing using a word processor leads to a neatness that encourages 
students to continue to write, revise, and edit their writing (Bruce & Rubin, 1993; Cochran-
Smith, Paris, Kahn, 1991; Tompkins, 2000). A student that spends less time in the 
mechanical activities of revising can spend more time thinking, planning, and problem 
solving, thus improving the overall quality of his or her writing (Lohr, Ross, Morrison, 
1995). 
The word processor was designed for ease in revising and manipulation of language 
(Simic, 1994). Inexperienced writers have an easier time proofreading on the computer when 
making corrections mainly at the word level (Simic, 1994). The beginning writer can easily 
use the delete and insert functions. After time, more experienced writers tend to make more 
complex organizational changes such as: inserting new material, deleting writing that doesn't 
fit, moving text around, and reorganizing whole sections of the story (Simic, 1994). 
In a review of literature on word processing and the writing in elementary classrooms, 
Cochran-Smith ( 1991) compiled the results of related research studies. In this meta-analysis, 
Cochran-Smith examined the number of revisions made by writers that used a word 
processor. The results were mixed. Cochran-Smith attempted to explain why there were 
discrepancies found in the results. 
As these studies were analyzed, it was difficult to identify how revisions were being 
defined and analyzed across the studies. To solve this discrepancy, Cochran-Smith employed 
the method of using "gross number." "The phrase, gross number, is used here to represent 
the total occurrence of all kinds of changes to texts at all points of composing, including 
changes made at the point of initial production of print, immediate and delayed correction of 
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minor typographical errors, as well as major conceptual and organizational alterations" 
(Cochran-Smith, 1991, p. 124). If the criterion of gross number of changes is used to analyze 
the quantity of revision, then evidence across the studies indicate word processing does 
increase number of revisions in writers. Although studies with elementary students were 
few, there was some evidence that the gross number of revisions elementary students made 
increased when using a word processor. 
A study of first grade students examined how the use of a word processor effected 
their work in the writing process (Butler & Cox, 1992). The students were instructed on how 
to tum on and load the software and how to type letters and then told to write a story. The 
students wrote using a word processor and while moving through the writing process during 
several 20-30 minute sessions to complete a story. The students worked through the writing 
process and completed three stories. After analyzing their work, results indicated that 
student interest and involvement in writing skills increased when using a word processor. 
When the students wrote with paper and pencil, they tended to put the message on the paper 
and think that was the end of the process. When using the word processing program, the 
students continued to read the screen in order to clarify their ideas and to provide a platform 
for their next thought. 
Montague ( 1990) analyzed the results of twelve studies involving elementary school 
students. The studies were conducted using students in grades one through five . In a study 
of first grade students, the use of the word processor prompted students to write longer 
pieces, continue on previous work, conference with the teacher more often, revise more, and 
include more details. With a group of fourth and fifth grade students, the quality of the 
students' writing significantly improved for students that used the word processor over 
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students that used paper and pencil . The conclusions were that the use of the word processor 
as a learning tool in the writing process enhanced writing for the elementary students. The 
students thought writing on the computer was more fun and easier than writing with pencil 
and paper. In addition, the elementary aged students wrote more and longer pieces and had 
an improved attitude toward revision. The stories had an improved quality and fluency when 
writing with the word processor. 
Reed ( 1996) performed a meta-analysis on research completed after 1987 on the use 
of the word processor in the writing process. Reed's analysis can be summarized in three 
categories: attitudes, fluency and quality, and revision. In the category of attitudes, all the 
studies indicated that elementary students liked writing while using the word processor more 
than when using paper and pencil. The fluency and quality of the compositions that were 
produced by elementary aged students were higher quality when the students used the word 
processor. The revision of writing while using the word processor was easier because 
students were not penalized for having to recopy their writing. Elementary students revised 
more and had better papers. In the beginning of word processor use in the writing process, 
students had more microstructure revisions than macrostructure revisions. Microstructure 
revisions were revisions made at the surface level or sentence level. The microstructure 
revisions focused on changes such as punctuation and spelling. With continued use of the 
word processor, elementary students moved to making macrostructure revisions which were 
more global and focused on more paragraph and entire essay revisions. 
Summary of using the word processor in the writing process 
The word processor is a learning tool that has been used a lot in the writing process. 
The word processor allows students to revise and edit more easily because of the text's 
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flexibility . Revising and editing can be completed more quickly because text can be added, 
deleted, or moved with ease. Students might spend less time on the revising and editing 
stages and can devote more time planning, thinking, and problem solving within their 
writing. When beginning to use a word processor for writing, revision and editing are done 
at the word level (Simic, 1994) or are microstructure revisions (Reed, 1996). As students 
become more experienced using a word processor, the revisions and edits made are more 
complex organizational changes (Simic, 1994) or macrostructure revisions (Reed, 1996). 
Studies completed with elementary aged students have shown that their attitudes were more 
positive when using the word processor in the writing process (Butler & Cox, 1992; 
Montague, 1990; Reed, 1996). The quality of the compositions was higher than those 
produced using pencil and paper (Butler & Cox, 1992; Montague, 1990; Reed, 1996). 
Overall it seems that the word processor has positively impacted and improved the writing of 
elementary aged students. 
Computer-Mediated Communication 
Computer-mediated communication encompasses virtually all uses of the computer as 
a communication device (Santoro, 1995). One such communication format is electronic mail 
(Berge & Collins, 1995). Through the use of computer-mediated communication, people are 
permitted to communicate when they choose, by leaving messages that receivers can read at 
their convenience (Mantovani, 1996). "Computer-mediated communication, it seems, will 
do by way of electronic pathways what cement roads were unable to do, namely, connect us 
rather than atomize us, put us at the controls of a 'vehicle' and yet not detach us from the rest 
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of the world" (Jones, 1995, p. 219). This connection can be seen in the use of electronic mail 
as a form of computer-mediated communication. 
The use of electronic mail as a form of computer-mediated communication has 
increased due to the speed of delivery (Berge & Collins, 1995). Electronic mail is also a 
more relaxed style of communication (Kolb, 1996). While electronic mail "is a written 
medium, it has more of the feel and style of oral communication" (Kolb, 1996, p. 15). 
Messages are short and can become lively due to the ability it offers for the sender to focus 
on the message and have a fast turnaround unlike its predecessor, regular mail (Kolb, 1996). 
Due to the nature of electronic mail, its popularity has grown because of its ability to form a 
new community, whether local or global (Kolb, 1996). 
Computer-mediated communication, specifically electronic mail, is being used for 
conferencing (Santoro, 1995). Conferencing involves communication between people 
through the use of the computer (Santoro, 1995). Electronic mail is a one-on-one 
communication that occurs over any distance without taking much time. Since conferencing 
occurs within the writing process, it seems that the use of computer-mediated communication 
would be one format that the conferencing structures within the writing process could occur. 
Table 2 is included to provide an overview of the studies that used the computer as a tool 
while conferencing during the writing process. 
Conferencing by telecommunication was used in a study conducted between high 
school seniors and university mentors (Mason, Duin, & Lammers, 1994). During this study, 
the high school seniors, enrolled in an English literature course, sent copies of three writing 
assignments to university mentors. The university mentors were instructed to give students 
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Table 2. Overview of studies conducted using the computer as a tool for conferencing during 
the writing process. 
Researcher Year Participants Summary of study Results 
Mason, Duin, 1994 High school The seniors sent three The lack of face-to-
&Lammers seniors and assignments to the face interaction was 
university university mentors for not an issue and 
mentors feedback via telecommunications 
telecommunications. helped solve the time 
and student to 
teacher ratio 
constraints. 
Coogan 1995 University This was a case study Electronic mail 
student of one student's allowed the process 
experience using to slow down and 
electronic mail to allowed the tutor to 
conference with a tutor. process the writing 
before providing 
feedback. 
Cohen & Riel 1989 Seventh Students wrote two Students wrote better 
grade essays, one for a mid- papers when writing 
students term exam and a for a specific 
second for peers in audience. The 
another country. writing for a peer 
was better organized 
and more fluent than 
those written for the 
mid-term exam. 
Robbins & 1996 Seventh There was electronic This study indicated 
Fischer grade mail communication that clear, positive, 
students and that occurred on a and specific 
university weekly basis between feedback did tend to 
preserv1ce partners. The seventh motivate students to 
English graders were given produce more and 
teachers specific advice or did promote better 
questions about their writing from 
writin~. students. 
Allen 1993 Fifth grade One group of students The students that 
students sent their text to received electronic 
university preservice mail feedback had a 
teachers, while a higher quality of 
second group met with writing and had 
the classroom teacher. written more. 
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both global (paragraph and entire essay) and local (sentence and word level) feedback to help 
-- •· - -- the ·seniors-understand what writing-for an ·audience with a real purpo-seinvolved. The · 
comments were inserted into the text so they could be read in context. This study concluded 
that the lack of face-to-face communication was not a problem and the use of 
telecommunications helped solve the constraints of time and student to teacher ratio in this 
English literature classroom. 
In another study, electronic mail was chosen as a format to conduct conferences in a 
university writing center because it helped solve the issues of limited time and shared space 
( Coogan, 1995). This case study was conducted with one university student. Conclusions 
reported that although the electronic mail conference had great potential, students need to be 
committed to their writing for this conferencing format to be successful. The use of 
electronic mail allowed the conference to slow down by allowing time for the tutor to process 
instead of having a time constraint. Also, the conference could be based on rhetorical 
construct instead of social. Electronic mail gave the tutor and the student a chance to relate 
as writers and they were able to fully explore the meanings of writing. 
Cohen & Riel (1989) examined how distant audiences impacted the quality of 
students' writing. In this study, seventh grade students wrote two papers, one for the teacher 
as a mid-term exam and the second for peers in other countries as part of an InterCultural 
Learning Network over the computer. The papers written to communicate with peers were 
scored at a significantly higher level than those written as a mid-term exam for the teacher. 
The students' writing was better when the paper was written to communicate with a specific 
audience than just demonstrating skills to the teacher. The papers "were fluent, better 
organized, and their ideas were more clearly stated and supported than in those written for a 
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grade" (Cohen & Riel, 1989, p. 150). It was determined that the difference occurred because 
the students realized that the audience didn't have the same background knowledge, so they 
tended to write more explicitly. Students assumed that the teacher shared the same 
background experiences, thus the writing was more abbreviated. The writing was similar to 
having an oral conversation with the teacher rather than a written one, unlike the students' 
writing for the distant audience. The results of this study reported an improvement in writing 
for these seventh grade students when the purpose was to communicate with a distant 
audience of peers rather than the teacher (Cohen & Riel, 1989). 
Another study was conducted in connection with a university technology outreach 
program (Robbins & Fischer, 1996). This research study involved electronic mail 
conferencing between preservice English teachers and seventh grade students from a middle 
school. The electronic mail communication between the preservice teachers and the seventh 
grade students occurred weekly or on an as needed basis. The preservice partners gave 
specific suggestions for change, but many times would pose questions to make the seventh 
grade writers think about their writing in a different way. The preservice reader responses 
"often nudged the seventh graders to clarify meanings, and sometimes the responses helped 
the writers think more deeply about their ideas" (Robbins & Fischer, 1996, p. 26). The 
results of these conferences varied. For one seventh grade student, this on-line conference 
changed a reluctant writer to one that would seek advice and now takes time to edit his 
writing. But, "even though some students did not revise as a result of the interchanges, many 
had other useful writing experiences that resulted in increased fluency or greater awareness 
of audience" (Robbins & Fischer, 1996, p. 27). Most students wrote more because there was 
someone to ask questions and to listen to their needs. Results from the study indicate that 
32 
clear, positive, and specific feedback did tend to motivate students to produce more and did 
promote better writing from students. This study allowed for a connection between two sets 
of students that provided a teaching and learning opportunity for both. 
Allen (1993) conducted a research study with fifth grade students. The fifth grade 
students in the experimental group wrote texts that were sent using electronic mail to 
university students. The university students were to respond to the writing in a "positive and 
nonjudgmental manner" (Allen, 1993, p. 76). Control group students met for a conference 
with the classroom teacher, as they normally would, to receive comments and suggestions. 
After analysis of data, it was found that there was a significant difference in the holistic 
scores given for quality of the writing and the word count, but not for the readability analysis. 
The group of students that used electronic mail to receive feedback had a higher quality of 
writing and had written more words. 
Summary 
Constructivism is a learning theory that believes students learn from constructing 
their own knowledge. The writing process, grounded in constructivist theory, is learner-
centered and designed to focus on the process a writer goes through, not the product. The 
writing process is designed with five stages: prewriting, writing, revising, editing, and 
publishing. As a student works in the writing process, the teacher can observe areas that a 
student needs to refine or expand and the teacher can then design instruction to meet the 
student's needs. As the computer has become prevalent in schools, it has been used to word 
process while working in the writing process. The word processor allows writers to change, 
move, and delete text easily because of its impermanence. 
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Research in this area reports that elementary students who have used the word 
processor while working in the writing process improve the quality and fluency in their 
writing (Bangert-Downs, 1993; Butler & Cox, 1992; Cochran-Smith, 1991; Montague, 1990; 
Reed, 1996). Also, research has concluded that elementary students revised more and had a 
higher level of interaction in writing conferences (Montague, 1990; Reed, 1996). Computers 
can also be used for computer-mediated communication. In computer-mediated 
conferencing, electronic mail is used as a form of one-to-one communication over any 
distance and at any time. Several research studies have been conducted using electronic mail 
as a conferencing tool with middle school students to college students. However, studies 
involving elementary students are scarce, especially for students as young as third grade. 
The next chapter describes the methodology used to conduct a study that examined using 
different conferencing formats with younger students. 
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CHAPTER 3. 1'.IBTHODOLOGY 
This chapter describes the methodology used to examine the effects of two different 
conferencing formats on the type of revisions made by third grade students during the writing 
process. Sections included in this chapter of the research methodology include: 1) subjects, 
2) research instruments, 3) research design, 4) research procedure, and 5) data analysis. 
Subjects 
Subjects in this study were twenty-two third grade students, aged eight or nine years 
old, from a suburban, middle class school district in central Iowa. The students used for this 
study were in the researcher's homeroom class. The class was composed of twelve boys and 
ten girls. 
The students were familiar with the stages of the writing process because they had 
been using this process in their classroom since the beginning of the school year. Three 
weeks prior to the study, students in both the experimental and control groups used a word 
processor for all their writing assignments. This three week time period allowed students 
without any word processing experience some time to practice using a word processor. The 
students were taught a few skills about keyboarding to help with revising and editing. 
During the study, students in both groups used the computer to word process their 
story. Students in the experimental group used peers and electronic mail with a university 
preservice teacher to conference during both the revision and editing stages in the writing 




Three research instruments were used to collect data in this study: 1) the revising and 
editing guidelines for conferences, 2) a rubric for overall writing quality, and 3) the interview 
questions. This section will be used to explain how these research instruments were designed 
and chosen for use in the study. 
Revising and editing guidelines 
The first research instrument was designed for the revising and editing conferences. 
The researcher created this instrument to coincide with what the third grade students had 
been instructed to focus on when working on the writing process. 
For the revision stage, content conference guidelines were written. The content 
conference guidelines (see Appendix A) were set up to focus on three parts of the story being 
written: beginning, middle, and end. In each part of the story, the students had been taught to 
focus on including key elements when writing a story. In the beginning of a story, students 
should focus on introduction of characters, the setting, and the problem. The students were 
instructed to describe these elements thoroughly, so they are clear to the reader. In the 
middle of a story, students were asked to focus on three or four events and the details that 
describe each event. At the end, the problem of the story was to be resolved and the story 
should have a clear conclusion. Since these were key elements the third grade students 
focused on since the beginning of the school year, these were also the focus of the content 
conference for this study. 
For use in the editing stage, the researcher designed the COPS ( capitalization, 
organization, punctuation, and spelling) conference guidelines. The COPS conference 
guidelines were broken into four categories: capitalization, organization, punctuation, and 
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spelling (see Appendix B). The COPS guidelines were designed to focus on key mechanical 
errors made by third graders at this time of the school year. In the category of capitalization, 
the focus is on capitalizing of proper nouns and words at the beginning of all sentences. 
Organization's focus is on paragraphing. Students are taught to begin a new paragraph when 
a new event begins in the story. For punctuation, the focus is on punctuation marks at the 
end of all sentences and after abbreviations. In addition, students are reminded to put space 
between the end of one sentence and the beginning of another. For spelling errors, the editor 
should count the number of incorrect spellings and report this to the student. 
Overall quality rubric 
A rubric was designed to measure the overall writing quality of the stories written by 
students (see Appendix C). The rubric designed for this study was adapted from one used in 
a previous study (Won, 1999). Examining what the students had been taught in the past and 
what the teacher emphasized when writing within the writing process determined what would 
be included on the rubric. The rubric's original design included seven categories for 
assessment: organization, paragraph structure, details and support, story setting, characters, 
plot, and theme. Each category was broken into four scoring sections of criteria; the highest 
score being a four and the lowest a one. The researcher examined each category to make 
sure that it would assess what was expected from the third grade students participating in this 
study. The category of theme was deleted from the rubric because the classroom teacher had 
not emphasized theme. All other categories and criteria remained in tact and had been taught 
to the students and supported the instruction received during the writing process time. This 
rubric was used as the holistic assessment of the quality of students' writing after completing 
the entire writing process. 
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Interview questions 
The interview questions were developed by the researcher (see Appendix D). These 
questions were written to receive student feedback about three key aspects of the study. The 
first aspect was general information about writing within the writing process. These 
questions were written to get feedback on the student's attitude toward writing. The second 
aspect assessed student attitudes about the revision and editing stages of the writing process. 
These questions were written to distinguish any discrepancy between general writing 
attitudes and attitudes about the electronic mail conferencing. The last aspect of attitudes 
assessed by these interview questions was on the conferencing format of electronic mail . 
The attitudes of the students concerning the conferencing format tell whether the use of 
electronic mail impacted how the students felt about writing and the revising and editing 
stages. When this interview was conducted, it was recorded and transcribed to use in 
analysis. 
Research Design 
This study was conducted using a quasi-experimental design. The study was 
designed so students would follow a specific sequence of writing stages and the conferencing 
format was the variable identified as the difference between the control group and 
experimental group. The study lasted for three weeks. 
Participant group assignment 
The researcher used a modified random assignment method to place participants in 
the experimental group or control groups. The participants were placed in a group based on 
individual scores on the language usage section of a standardized test used in the school 
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district. Careful attention was paid to the gender of the participants of each group. There 
were no gifted or special education students involved in the study. 
The standardized test, used for group placement, is specifically designed to 
correspond to the district curriculum. The language usage section focuses on three goal 
areas: composition, grammar/usage, and mechanics. The three goal areas are devised of 
multiple achievement levels. Each student completes the test at the level that corresponds to 
his or her instructional level, not his or her grade level. Every level of the test has questions 
covering the same goal areas. Each level contains questions that are more difficult than the 
preceding level and overlaps with the one immediately above and below it. The students' 
scores can be reported in two ways: percentile scores and RIT (Rausch Interval Scale) scores. 
For this study, the RIT scores were used because this score reports each student's current 
achievement level in the curriculum goal areas. 
Although the assignment to groups was based on students' RIT scores, attention was 
also given to gender. The control group contained six boys and five girls. Their RIT scores 
ranged from 185 to 215 and their average RIT score was 199. Due to an extended absence, 
one female student's data from this group was not used because of being incomplete. The 
experimental group also consisted of six boys and five girls. The experimental group's RIT 
scores ranged from 18 5 to 212 and average 199. 
The writing process 
For this study, the third grade students wrote stories using all the stages of the writing 
process. During the brainstorming stage, the teacher and students made a list of possible 
topic ideas. Each student chose a topic for his or her story. The students were given ten 
minutes to sketch a picture to help them develop their story idea. When the ten minutes were 
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complete, the students filled out a story map (Carey, Holzschuher, & Kilpatrick, 1995) that 
helped them focus on the story elements that would be included in the story. During the 
drafting stage, the students composed their story on the word processor. For revising, each 
student met with a peer for an initial conference on content. The peer listed two things that 
were done well and two areas that needed more work. Then students in the control group 
met with the teacher for additional content revision suggestions. Each student in the 
experimental group electronically mailed a copy of their story to a preservice student for 
additional content revision suggestions. The preservice students are enrolled in a teacher 
education program at a nearby university. The third grade students then made revisions to 
their story based on these content conferences. The fourth stage was editing. The control 
group met with the teacher for their COPS conference and the experimental group 
electronically mailed their story to the preservice teacher to receive their COPS conference 
suggestions. After the COPS conference, each student edited his or her story based upon 
suggestions received. For the publishing stage, the students made all final corrections and 
printed a copy of their story. 
Research Procedures 
Research approval 
The proposal for this research study was reviewed and approved by the Iowa State 
University Human Subjects Committee. A copy of the approved human subjects' form can 
be found in Appendix P. Permission was also obtained from the school district involved to 
conduct the research study in a third grade classroom. The parents or guardians of each 
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student granted permission to include their child in the study by signing a consent form (see 
Appendix Q). 
Classroom Background Information 
This section will describe how the writing process was taught to the third grade 
students and how the use of word processing was introduced for this study. 
The weekly schedule for this third grade classroom includes two to two and half-
hours of daily reading/language arts time. Within this time frame, the teacher sets aside 
forty-five minutes each day for students to work on the writing process. The students use 
this time to write stories and work through the stages of the writing process. This three week 
study was conducted during the writing process time. 
The writing process was taught to the students beginning the first week of school. 
The students learned the five stages of the writing process and what should be done in each 
stage. The students write everyday for at least forty-five minutes. During this time, the 
students become familiar with what is required in each stage of the writing process. Prior to 
this study, each student had written several stories and was required to publish at least five 
stories using all of the stages of the writing process. 
During class time set aside for writing, the students are taught several brainstorming 
techniques. These techniques included several styles of graphic organizers and drawing. 
Individual students selected their topic for all of their stories but one. For that one story, they 
made a topic selection that matched a theme decided upon by the teacher. 
Students are also taught how to conduct a peer conference and give positive feedback 
and suggestions that would help improve their peer's story. As the students conferenced with 
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the teacher, they learned how a conference helped improve their story and what elements 
were expected to be included in their writing. 
At various times throughout the school year, the teacher taught lessons focusing on 
specific skills that were used when working in the writing process. Some of the lessons 
taught focused on story elements, paragraphing, quotation use, homonyms, and writing 
fluency. 
After working in the writing process, the students were comfortable using the writing 
process and becoming "experts" on writing and publishing stories. The students knew why it 
was important to revise and edit their stories and had learned how to help one another with 
these stages. 
The third grade students wrote using paper and pencil except for a three week time 
period before this study began. During this time, students learned how to use a word 
processing program on a computer. The students used laptop computers borrowed from a 
university and computers located in the classroom and school library. The laptop computers 
were set up in the classroom for students to use for the duration of the research study. All 
students used Microsoft Word to word process their stories. The students were taught to 
access Microsoft Word from an icon located on the computer' s desktop or by opening their 
saved story from a floppy disk. These steps were written on a piece of chart paper and hung 
on the wall. 
Some third grade students were already familiar with how to use Microsoft Word, but 
others were not. The teacher took forty-five minutes to explain why the computer can make 
revising and editing in the writing process easier than handwriting. To demonstrate how to 
use the computer, the teacher connected the computer to a television set so all students could 
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see what was on the computer's monitor. The teacher also used an example of a keyboard to 
point to keys when talking about them. The teacher taught students: how to open Microsoft 
Word, create a file, change the text by using the backspace and delete keys, and how to move 
the cursor to a specific spot in the text. 
To demonstrate these concepts, the teacher used a classroom newsletter. There were 
several errors in the text of the newsletter that needed correcting. When the teacher's 
newsletter was open, one student began reading it out loud. After the student had read the 
newsletter once, the student began to reread it slowly. If anyone saw content or COPS errors, 
he or she would clap so the reader knew to stop. When the reader stopped, the teacher asked 
someone what needed to be changed. The teacher had that person sit at the computer and 
follow the steps to correct the error. This scenario continued until all errors in the newsletter 
had been corrected. 
To practice these skills and gain confidence on use of the word processor, the 
students spent the next three weeks using Microsoft Word when working on the writing 
process. The students began by talking in small groups about possible writing topics. When 
the students had a topic idea, the students filled out a graphic organizer that displayed key 
story elements to include in their story. The students took their graphic organizer to a 
computer, opened a new word processing file and started drafting their story. When the 
rough draft of the story was completed, a copy was printed. Next, each student met with a 
peer for the content conference to receive feedback for possible revisions. When the 
conference with the peer was finished, there was a five-minute conference with the teacher to 
receive additional suggestions. After completing these conferences, each student reopened 
his or her story from a computer disk and made revisions. When the revisions were 
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complete, another copy was printed for a peer COPS ( capitalization, organization, 
punctuation, and spelling) conference. After the COPS conference, the students edited their 
story. Finally, each student reread their story and made final changes. A final published 
copy was printed . 
. During this three week time period, the teacher focused on the use of the word 
processor. The teacher spent time working with each student to evaluate their word 
processing skills. The teacher took time to help each student with revising or editing tasks on 
the computer. The teacher was confident that the students were knowledgeable in the writing 
process, and took this time to make sure the computer skills would not negatively effect their 
writing. Some strategies that were used to support these efforts included: 
1. Students who were having some difficulties using a computer used a computer 
next to someone with more refined skills. This gave the student accessibility to 
help as needed. 
2. Before the story was printed, the teacher formatted the document into two-
columns leaving the column on the right side blank. This gave room for written 
comments and suggestions . 
.... -------···- . -- _J__ The teacher made .sure that students used a font size of twenty. A font ~i7P. 
smaller than that was hard for the students to see. A font size of twenty also made 
it look like more had been written. This seemed to motivate the students to 
continue writing. 
Preservice teacher training 
University students preparing to be teachers were asked to participate and to provide 
feedback for the third grade students during the revising and editing stages of the writing 
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process. This feedback was provided using electronic mail . A curriculum and instruction 
professor was contacted and informed of the study. The researcher made a request for 
participants from students in a course on advanced classroom applications of technology. 
Thirteen preservice teachers participated in the study, eight seniors and five juniors with six 
being male and seven female. Ten of the preservice teachers were elementary education 
majors and three were secondary education with majors in journalism, biology, and computer 
science. Two students electronically mailed the same third grade student. Both sets of 
feedback was given to the third grade student and accounted for in data analysis. 
On November 1, 2001, a professor in curriculum and instructional technology 
attended the advanced classroom application of technology class to pass out information 
about the study. This material summarized the research study and highlighted the 
requirements for participants. Questions were answered regarding participation in the study. 
On November 6, 2001, the researcher made a follow-up visit to the class to discuss 
the role the preservice teachers would have in the research study and to conduct a training 
session. The session began with the researcher sharing background information about why 
the topic of electronic mail conferencing was chosen and how the current research was 
limited in this area, especially for primary-aged students. 
The university preservice teachers were asked to review a handout on the writing 
process. This handout listed the stages of the writing process and the requirements for both 
the third grade students and the preservice teachers. 
The researcher took some time to explain the format of the conference and how it 
would be conducted. The preservice teachers were told that the story would come as an 
attachment to an electronic mail message using the teacher's electronic mail address. Third 
45 
grade students would create their story using Microsoft Word and it would be formatted as a 
two-column document with the right column being left blank. Preservice teachers were 
asked to type their suggestions in the right column of the story near the occurrence in the 
text. 
Next, the researcher asked the preservice students to focus on the content conference 
and referred them to the content conference guidelines. It was explained that the content 
conference was the time to focus on the content of the story and not the mechanics. Each 
area of the content conference guidelines was explained. 
The next step of the training session was to prepare the preservice teachers to provide 
suggestions to the third grade students on how to revise the content of their stories. All of the 
preservice teachers were asked to read a story written by a third grade student ( see Appendix 
E). The researcher requested that the preservice teacher suggest content revisions they would 
give to this student. The preservice teachers responded by giving these types of suggestions: 
describe the girl, describe the planet, Who are all the characters?, How did they reach the 
arcade?, What did the other characters do at the end of the story? These were all suggestions 
the researcher would have given also. The researcher then shared a couple of other areas that 
needed revisions such as: how the bad guys were getting the riches and describe what the bad 
guys were doing when the girls arrived. 
Next, the researcher explained the format for the second conference that would occur, 
the COPS ( capitalization, organization, punctuation, and spelling) conference. The COPS 
conference guidelines were discussed and suggestions for possible questions to ask were 
given. The preservice teachers were asked to give possible COPS conference suggestions for 
this student. The preservice teachers responded by giving these types of COPS suggestions: 
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Should the quotes be after the punctuation?, Did Bright Moon and Shooting Star go 
somewhere new? What do you need?, Do you need a comma when you use quotation marks? 
The researcher told the preservice teacher that those types of questions should be placed near 
their occurrence in the text to help guide the third grader. Although the preservice teachers 
were encouraged to ask questions, none did so. 
At the end of the session, the researcher compiled an electronic mail address list of 
the students who volunteered to participate. The preservice teachers were given the option to 
participate by their professor and were not graded on their participation. If students 
participated in the study they could use this feedback as three journal entries that were 
required at the end of the semester in the course. The researcher reviewed the timeline of the 
research study and the required deadlines with the preservice teachers. 
The research study 
The following sections discuss in detail what occurred during the research study 
conducted during November. Each day of the research study will be described according to 
the writing process. The third grade students worked on the writing process for a three-week 
time period. Forty-five minutes each day was set aside for this work to occur. This was the 
same amount of time that was usually spent working on the writing process in this classroom. 
Brainstorming stage 
The first day of the study focused on the brainstorming stage of the writing process. 
The teacher researcher engaged the students in a brainstorming session on possible topics for 
the story. The students suggested many story topics. Some of the ideas included: what I did 
this weekend, the day I turned into a pencil, sports, space adventure, and a day at school. 
The students spent about fifteen minutes sharing topic ideas and recording the ideas on a 
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piece of chart paper. The students were given additional time to think about the topic they 
would select for their story. The students were instructed to think of the story topic and some 
additionai ideas that could be inciuded in the story. 
The brainstorming session continued by having each student focus on ideas for his or 
her story. The teacher passed out a four by five-inch piece of white paper. A timer was set 
for ten minutes and each student drew a picture of events that could be included in the story. 
An example of this drawing activity for the experimental group is in Appendix F and for the 
control group in Appendix G. 
When the ten minutes expired, the students were given a graphic organizer that 
referred to the story elements that should be included in their story. Each student wrote 
down characters, setting, problem, and solution for the story they were planning. An 
example of a graphic organizer for the experimental group can be found in Appendix H and 
for the control group in Appendix I. 
Drafting stage 
The next day the students began the drafting stage of the writing process. The teacher 
reminded the students that during the drafting stage the focus is on writing the story, not 
worrying about mistakes. Before beginning their draft, the students reviewed their drawing 
and graphic organizer from the brainstorming stage. Next, each student began composing his 
or her story using a word processor. The students spent forty-five minutes a day for two or 
three days composing the first draft of their story. Each student saved a copy of his or her 
story on a computer disk. Two copies of the story were printed. One was used for a peer 
revision conference and the second was turned in to the researcher for further assessment at 
the end of the study. 
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Revision stage 
The next stage of the writing process is revision. The focus of this stage is working 
strictly on improving the content of the story. To help scaffold this activity for the students, 
the teacher broke this stage into three steps. The first step was conferencing with a peer. As 
a student finished composing his or her story on the word processor, a copy was printed. 
Each student paired up with someone else who had completed his or her rough draft and then 
shared his or her story with a peer. Each student read one another's story and wrote two 
things that were done well and two things that needed improvement. 
After the peer conference was completed, the second step of the revision stage 
started. This step was different for the experimental and control groups. Students in the 
experimental group electronically mailed copies of their stories for their conference, while 
students in the control group met face-to-face with the teacher for their conferences. 
The experimental group used the format of electronic mail for their revision 
conference. All experimental group members had the teacher help them compose an 
electronic mail message, using the program Eudora, to the university preservice teachers. 
The third grade student typed a one to two sentence letter requesting revision suggestions for 
his or her story. The student used the attachment tool to include a copy of his or her rough 
draft in the electronic mail message. The message was sent to the preservice teacher for the 
revision conference. The preservice teacher used the content conference guidelines that were 
received in the training session to focus on the story elements. The preservice teacher typed 
suggestions in the right hand column next to the story's text. A reply with the attached story 
including comments was sent by the preservice teacher to the third grade. This reply was 
received one or two days after the initial message was sent. When the reply was received, a 
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copy of the story that included the suggestions from the preservice teacher was printed for 
the third grade student to use in the revision process. An example from this conferencing 
format can be seen in Appendix J. 
Students who were in the control group had their revision conference with the 
classroom teacher. This conference was held face-to-face with the teacher and student sitting 
together for approximately fifteen minutes discussing the draft. Some of these conferences 
were held during writing time and others were held at various intervals throughout the day. 
This allowed feedback to be received more quickly. 
A copy of the student's story was given to the teacher. The teacher read the entire 
story. When the teacher completed reading the story, the teacher told the student at least two 
positive comments. In addition to telling the student these comments, the teacher wrote the 
suggestions for content revisions on the story near their occurrence in the text. The teacher 
continued the conference by asking questions that focused on the items on the content 
conference guidelines. As the teacher questioned the student, the questions were written on 
the story. Questions that the teacher asked included: Tell me about your character, Can you 
describe the setting?, and What happened here? These questions were all tailored to fit the 
story. The student took the story, which included the teacher's notations, to use in the 
rev1s1on process. See Appendix K for a copy of a student product from this conferencing 
format. 
The third step in the revision process occurred after the conference. Each student 
opened his or her story from a computer disk and made changes according to the suggestions 
given in the conference. Students in both groups spent forty-five minutes a day for one to 
three days making revisions to the rough draft. When revisions were completed, a copy was 
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printed for use in assessment when the writing process was completed. Students in the 
control group also printed a second copy for use in editing. 
&htingstage 
After students completed revising their stories, the next stage was editing. The COPS 
conference focused on capitalization, organization, punctuation, and spelling. 
Students in the experimental group students met with the teacher to compose an 
electronic mail message requesting help with the editing process. A copy of the revised story 
was attached to a message sent to the preservice teacher. When the preservice teacher 
received the message, they were to use the editing conference guidelines received in the 
training session. The preservice teacher wrote questions or comments pertaining to editing 
suggestions in the column next to third grade student's story. This was attached to an 
electronic mail message and sent back to the third grade student. The third grade student 
received this response in one or two days. When the response was received, the story, along 
with the editing suggestions, was printed for use in the editing process. An example can be 
found in Appendix L. 
Each member of the control group spent ten to fifteen minutes meeting face-to-face 
with the teacher for their editing conference. In this meeting, the teacher read the story 
looking for items from the COPS conference guidelines. As an error was spotted, the teacher 
would ask the student about it and write a note, in the form of a question, on the student's 
copy of the story. The student took the copy of his or her story with the teacher's 
suggestions for use in the editing process. See Appendix M for an example. 
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After the conference was completed, each student accessed his or her story and made 
changes. If the student wasn't sure where to make a particular change, the student paired up 
with a peer for help. This stage took students one or two forty-five minute sessions. 
Final draft stage 
After each student had gone through both the revision and editing stages, the students 
were told to reread the story and make any other necessary changes. When all changes were 
made, the students printed two copies of their stories. One copy was for themselves, and the 
second for the researcher to use for assessment. 
The students spent time one day reading their completed stories to their classmates. 
All of the third grade students and the teacher sat on the floor in front of the author's chair. 
The author's chair is a stool that students sit in when reading a story they have written to the 
class. The teacher selected one of the student's stories and that student sat in the author's 
chair and read their story aloud to the class. At the end of each story, the third graders gave a 
round of applause to honor the author. 
Grader training session 
A training session was organized by the researcher to describe how the scoring rubric 
would be used. Two other teachers agreed to assess and score the students' stories. These 
two teachers and the researcher met to practice rating students' writings and then graded the 
final drafts from this study. One participant was a fourth grade teacher with three years 
teaching experience and the second participant was a first grade teacher with seven years 
teaching experience. The third scorer was the classroom teacher. Three scorers were used in 
the study to establish inter-rater reliability. 
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During the training session, the rubric used to assess the overall writing quality of the 
published stories was introduced. Samples of third grade writing were used for the training 
session. The researcher trained the scorers to establish inter-rater reliability by discussing 
what was being analyzed and the baseline for each scoring section. After practicing on ten 
writing samples, a consistency of scoring was developed among the scorers. By the end of 
the training session, two of the three scorers were agreeing on a score for each criterion on 
the rubric. For the research study, the score reported was the one that two of the three scorers 
agreed upon. 
After the training session, the three scorers were given all of the final drafts 
completed by the third grade students who had participated in this study. To ensure 
confidentiality during the scoring process, only a number identified the writing samples. The 
scorers rated each story using the overall writing quality rubric. For each criterion, the score 
that occurred two times was the one reported for analysis purposes. 
Analysis of the Data 
At the end of the study, there were several documents to analyze for each student. 
These documents included: rough draft (first draft), content revision suggestions, revised 
draft (second draft), COPS editing suggestions, and the final draft. 
Each student's story was analyzed to document changes made after both the content 
revision conference and the COPS editing conference. The drafts from students in the 
experimental and control groups were analyzed to determine if students made suggested 
changes or any additional changes to the story as a result of their revising and editing 
conferences. The final draft of each story was scored using a rubric that assessed the overall 
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quality of the published story. All data between the control and experimental group were 
compared. 
The appropriate SPSS procedures were used to analyze data collected after each stage 
of the writing process. Independent t-tests were performed to identify any differences in 
means in the numbers of revisions and edits suggested and completed, the quality of the final 
drafts, and the word count of the first and final drafts. The alpha level was set at .05. 
A 2x2 Mixed-design Analysis of Variance (ANOVA) was used to determine any 
significant differences between the number of suggested and made revisions and edits by 
students in the experimental and control groups. The alpha level was set at . 05. 
An open-ended interview was conducted with five students in the experimental group 
to report their attitudes. These interview questions (see Appendix D) were to assess attitudes 
about writing during the writing process, the revising and editing stages, and the 
conferencing format. 
Summary 
This chapter will provide information about the research subjects, research 
instruments, research design, research procedure, and data analysis. 
A quasi-experimental research study was conducted with third grade students. The 
study investigated the effects on writing process revisions and edits when using different 
conferencing formats with third grade students. Students in the experimental group 
electronically mailed a copy of their story to university preservice students to receive 
suggestions in the content and COPS conference. The control group students met face-to-
face with the classroom teacher for their content and COPS conference suggestions. 
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Several research instruments were created and used. Conference guidelines were 
designed to provide a consistent focus for both the content and COPS conferences. A rubric 
was used to examine the quality of the students' final drafts. Interview questions were 
written so the students' attitudes could be assessed. 
The study was conducted following the writing process stages (prewriting, drafting, 
revising, editing, and publishing). The third grade students moved through these stages as 
they wrote a story. When it was time for the experimental group members to hold a 
conference, they mailed their story electronically to preservice teachers attending an area 
university. Students in the control group held their conference with their classroom teacher 
face-to-face. 
Data were collected from each student following the stages of the writing process. 
These documents were analyzed using independent t-tests and analysis of variance 
(ANOV A). The following chapter will report the findings from this study. 
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CHAPTER 4. RESULTS AND FINDINGS 
In this chapter, the results from the data collected in this research study will be 
reported in relationship to the three research questions presented in chapter one. Auxiliary 
findings and a summary of these results will also be reported. 
This study was conducted to determine if conferencing format effected the types of 
revisions and edits made by third grade students when working in the writing process. This 
was accomplished while the students wrote using the five stages of the writing process 
(brainstorming, drafting, revision, editing, and publishing). The third grade students selected 
a topic from a list brainstormed together. After a topic was selected, the students spent ten 
minutes drawing a sequence of events that could occur in their story. Then the students filled 
out a graphic organizer focusing on story elements. The students drafted a story using a 
word processing program. 
After the first draft was completed, the students conferenced with others to gain 
suggestions for possible revisions. All students conferenced with a peer first, then had a 
second conference. Students in the experimental group conferenced via electronic mail with 
university preservice teachers, while students in the control group conferenced face-to-face 
with the classroom teacher. The students revised their story based upon suggestions obtained 
in the conference. 
Following those revisions, the students conferenced for editing suggestions in the 
COPS ( capitalization, organization, punctuation, and spelling) conference. Again, the 
experimental group held their conference via electronic mail and the control group met with 
the classroom teacher. At the conclusion of the COPS conference, the students edited their 
stories using suggestions received in the conference. 
56 
The final stage of the writing process was publishing the story. Before publishing, 
each student reread his or her story and made any final changes. When this was completed, 
the story was printed in its published form. 
The next sections of this chapter will report the findings obtained at the conclusion of 
this study. First, question one will focus on the impact the conferencing format had on the 
number and types of revisions and edits made by the third grade students. To answer 
question one, the results will be broken into two sections for easier analysis. The first section 
will focus on the content revisions and will report the data related to each of the conferencing 
formats . The second section will report the results focusing on the COPS edits. Question 
two will analyze the data of the final draft ' s quality and report the results between the two 
groups. Data for question three will report the students' attitudes toward writing, revising 
and editing, and the conferencing format. Finally, auxiliary findings from this study will be 
presented. 
Research Question One 
The first research question was stated as follows : Does the format of conferencing, 
face-to-face or electronic mail, impact the number and types of revisions and edits made by 
third grade students? 
To answer this question, the data will be reported in two sections. The first section 
will report data collected after the content conference and the revisions that were made by the 
third grade students. The second section will report data from the edited copy resulting from 
suggestions made during the COPS conference. 
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Content conference data 
The third grade students began the writing process by brainstorming about their 
chosen topic and then typing their first draft on the computer's word processor. When the 
first draft was completed, each student met with a peer to receive revision suggestions during 
the content conference. When the peer conference was concluded, students in the 
experimental group electronically mailed a copy of their story to university preservice 
teachers for feedback. Suggestions for revisions were typed directly on the story and 
electronically mailed back to the third grade student (see Appendix J). Control group 
students met face-to-face with the classroom teacher for their content conference. The 
revision suggestions were written directly on the story draft for the students to use as a 
reference when making their revisions (see Appendix K) . Students in both groups then used 
their conference suggestions to revise their story. 
At this point in the writing process, the researcher had three documents for data 
analysis. The three documents were the first draft, content conference suggestions, and 
revised draft (second draft) . These documents were used to compile data to report if the type 
of conferencing format effected the number and types of revisions made by the third grade 
students in this study. To answer this question, data were compiled comparing the first draft 
and the second draft to identify what revisions were actually made. 
For documentation purposes, a checklist was designed to track revisions suggested 
during the content conference. The first draft and the second draft were compared to see if 
any revisions were made that correlated with the suggestions given in the conference. Data 
were then tallied and a percentage of revisions made was calculated (see Table 3). 
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Table 3. Number of content revisions suggested and completed by each student. 
Experimental Group 
Electronic Mail Conference 
(N=ll) 
Student Number of Number 
ID Revision of 
Suggestions Revisions 
Given Made 
2 13 9 
3 10 6 
5 13 5 
9 12 3 
12 5 I 
14 10 2 
15 12 10 
17 9 6 
18 10 3 
21 9 8 
22 16 12 




















Student Number of Number 
ID Revision of 
Suggestions Revisions 
Given Made 
1 5 3 
4 9 7 
6 7 7 
7 7 3 
10 12 9 
11 8 1 
13 12 6 
16 8 8 
19 5 4 
20 10 8 
















During the electronic mail conference, the preservice teachers suggested revisions 
ranging from 5 to 16 per student in the experimental group. Twenty to eighty-nine percent of 
those revisions were made by the third grade students. The teacher's revision suggestions for 
the students in the control group ranged from 5 to 12 per student. The completion of those 
revisions ranged from 13% to 1000/4, with two students completing 100% of the suggested 
rev1s1ons. 
Students in the experimental group had a mean of 10.82 (SD= 2.86) revision 
suggestions through the electronic mail conference format. The third grade students in this 
group made an average of 5.9l(SD = 3.53) revisions from their first draft to the second draft, 
ranging from one to twelve completed revisions. Students in the control group had a mean of 
8.30 (SD= 2.50) revision suggestions and revised a mean of 5.60 (SD= 2.68) items in their 
text after their face-to-face conference with the teacher. When an independent t-test was run 
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to test the significance between the means of number of revisions made, no statistical 
significance was found between the two groups (see Appendix R, Table 8). 
Although the experimental group received 2. 52 more revision suggestions than the 
control group, the students in the experimental group actually made only 52.36% of the 
suggested revisions compared to the 67.90% of the revisions made by the control group (see 
Figure 1). 
Student data from the content conference were analyzed using a 2x2 Mixed-design 
Analysis of Variance (ANOVA) with Group (face-to-face and electronic mail) as between 
subjects factor, and Revisions (suggested and completed) as a within subject factor. The 
dependent measure was the number of suggested and completed revisions. 
A main effect was found for Group (F(l,19) = 47.62, Mse = 3.18, p< .05). Overall, 














Figure 1. Percentage of completed content revision edits. 
60 
The Group by Revisions interaction approached significance (F(l,19) = 4.01, Mse = 
3 .18, p = . 06). This result indicates that students in the face-to-face group tended to make a 
greater proportion of changes (Suggested M = 8.30, SD= 2.50; Made M = 5.60, SD= 2.67) 
than did students in the electronic mail group (Suggested M = 10.82, SD= 2.86; Made M = 
5.91, SD= 3.53). 
COPS conference data 
When all content revisions were completed, the third graders continued by working 
on the editing stage of the writing process. To receive editing suggestions, all students 
participated in a COPS conference. Experimental group students electronically mailed their 
revised story to the preservice teachers for this conference. The preservice teachers followed 
the COPS conferencing guidelines and gave their editing suggestions to the third grade 
student. A copy of the story along with editing suggestions was electronically mailed back to 
the third grade student (see Appendix L). The story with the editing suggestions was printed 
for use by the third grader. Control group students met face-to-face with the classroom 
teacher for their COPS conference. The teacher and student discussed editing suggestions, 
while the teacher recorded the suggestions on a copy of the story (see Appendix M). The 
student used this copy as a reference while editing their story. When the COPS conference 
was completed, each student edited his or her story. 
At this stage of the writing process, there were three more documents for analysis: 
second draft, COPS conference suggestions, and edited draft (third draft). Information from 
these documents was compiled to conclude if the number and types of edits were effected by 
the conferencing format. To analyze the data, a checklist was designed to document the 
suggestions made during the COPS conference. The checklist included the four categories 
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that were identified on the COPS conference guidelines. In the category of capitalization, 
suggested corrections were the beginning of sentences and proper nouns. The organization 
category included story structure, like beginning a new paragraph or writing complete 
sentences, and formatting, such as spacing after punctuation or between words. Punctuation 
errors included ends of sentence, use of quotations, and use of apostrophes and commas. 
Spelling errors were any words that were incorrectly spelled. This didn 't include proper 
names if the same spelling was used consistently throughout the text. Data from the checklist 
are presented in Table 4. 
Table 4. Number of COPS edits suggested and completed by each student. 
Experimental Group 
Electronic Mail Conference 
(N=ll) 
Student Number of Number 
ID Edit of Edits 
Number Suggestions Made 
Given 
2 50 24 
3 84 33 
5 19 3 
9 28 0 
12 40 21 
14 22 7 
15 39 24 
17 20 15 
18 45 25 
21 19 16 
22 52 24 




















Student Number of Number 
ID Edit of Edits 
Number Suggestions Made 
Given 
1 18 8 
4 45 10 
6 11 8 
7 7 .., .) 
10 44 9 
11 16 0 
13 42 0 
16 57 48 
19 35 26 
20 39 25 

















The preservice teachers offered a range of editing suggestions, between 19 and 84, 
resulting in an average of38.00 (SD= 19.78) editing suggestions. As a result, the third grade 
students made an average of 17.45 (SD= 10.35) of those edits. Students in the control group 
received a mean of 31.40 (SD= 17.03) editing suggestions in their face-to-face conference 
with the teacher, ranging from 7 to 57. These students made an average of 13 . 70 (SD= 
15.08) of those edits. The experimental group received on average, 6.6 more editing 
suggestions in their electronic mail conference than the control group received in their face-
to-face conference with the teacher. In addition, students in the experimental group made 
3.75 more edits than students in the control group. An independent t-test was used to 
compare the means between the experimental and control groups and resulted in no 
significant difference between the groups (see Appendix~ Table 9). 
Experimental group members edited 46.45% of the suggestions they received, while 













Figure 2. Percentage of completed edits for the experimental and control groups. 
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Student data from the COPS conference were analyzed using a 2x2 Mixed-design 
Analysis of Variance (ANOVA) with Group (face-to-face and electronic mail) as between 
subjects factor, and Edits (suggested and completed) as a within subject factor . The 
dependent measure was the number of suggested and completed edits. 
A main effect was found for Group (F(l,19) = 41.32, Mse = 92.71, p< .05). Overall, 
students made fewer edits (M = 15.67, SD= 12.63) than were suggested (M = 34.86, SD= 
18.37). 
The Group by Edits interaction was not significant (F(l,19) = .23, Mse 92.71, p = 
.64). This result indicated that there was not a statistical significance between students in the 
face-to-face group (Suggested M = 31.40, SD= 17.03; Made M = 13.70, SD= 15.08) and 
students in the electronic mail group (Suggested M = 38.00, SD= 19. 78; Made M = 17.45, 
SD= 10.35). 
Data in Table 5 show the COPS edits by category made by each student in both 
groups. Students in the experimental group received more editing suggestions from the 
preservice teachers in the categories of organization, punctuation, and spelling. The control 
group received more editing suggestions from the classroom teacher in the category of 
capitalization (see Figure 3). 
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Table 5. COPS edits made by each student by category. 
Experimental Group 
Electronic Mail Conference 
(N=ll) 
Student Caps Caps 
ID Suggest Edits 
Number Given Made 
2 None None 
3 None None 
5 None None 
9 None None 
12 1 0 
14 None None 
15 2 2 
17 None None 
18 2 2 
21 2 2 
22 None None 
Total 7 6 




Student Caps Caps 
ID Suggest Edits 
Number Given Made 
1 None None 
4 None None 
6 1 1 
7 None None 
10 1 1 
11 None None 
13 8 0 
16 1 1 
19 5 4 
20 4 4 
Total 20 11 
Mean 3.34 1.84 
Org Org Punct 
Suggest Edits Suggest 
Given Made Given 
30 17 7 
20 3 26 
15 1 2 
5 0 None 
4 0 4 
1 0 6 
15 7 4 
3 3 5 
8 2 9 
6 6 1 
38 12 None 
145 51 64 
13.18 4.64 7.11 
Org Org Punct 
Suggest Edits Suggest 
Given Made Given 
2 0 1 
11 3 14 
7 5 1 
4 1 None 
4 1 4 
7 0 None 
7 0 3 
11 11 14 
10 8 None 
12 7 3 
75 36 40 
7.50 3.60 5.71 
Punct Spell Spell 
Edits Suggest Edits 
Made Given Made 
0 13 7 
1 38 29 
2 2 0 
None 23 0 
0 31 21 
0 15 7 
3 18 12 
5 12 7 
5 26 16 
1 10 7 
None 14 12 
17 202 118 
1.89 18.36 10.73 
Punct Spell Spell 
Edits Suggest Edits 
Made Given Made 
0 15 8 
7 20 0 
0 2 2 
None 3 2 
3 35 4 
None 9 0 
0 24 0 
11 31 25 
None 20 14 
3 20 11 
24 179 66 






60.00 60.00 58.42 
50.00 48 .00 
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Figure 3. Comparison of the percentage of completed edits for the experimental and control 
groups. 
The category of organization was then analyzed further to see if the editing 
suggestions were for story structure (paragraphing and complete sentences) or format of the 
document (spaces after punctuation). This further analysis was done because organizational 
edits are graded specifically in the overall quality rubric. Preservice teachers suggested a 
total of 14 5 organization corrections and the third grade students edited 51 . Forty of those 
suggestions focused on story structure and 105 focused on format of the document. Students 
in the experimental group completed 9 of the 40 (22. 50%) story structure edits. From the 
face-to-face conference with the classroom teacher, the third grade students received a total 
of 75 organizational editing suggestions and 36 of tqose suggestions were edited. Of those 
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editing suggestions, the classroom teacher gave 61 that focused on story structure and 14 
pertaining to format of the document. The control group students edited 28 of the 61 
( 45. 90%) story structure suggestions. The classroom teacher gave 21 more story structure 
organizational edits than the preservice teachers electronically mailed to the third grade 
students. Independent t-test results indicate no significant difference in story structure edits 
between groups (see Appendix R, Table 10). 
Student data from the story structure organization edits were analyzed using a 2x2 
Mixed-design Analysis of Variance (ANOVA) with Group (face-to-face and electronic mail) 
as between subjects factor, and Story Structure Edits (suggested and completed) as a within 
subject factor. The dependent measure was the number of suggested and completed edits. 
A main effect was found for Group (F(l, 19) = 8.55, Mse = 11.47, p< .05). Overall, 
students made fewer edits (M = 1.76, SD= 2.74) than were suggested (M = 4.81, SD= 4.74). 
The Group by Story Structure Edits interaction was not significant (F(l,19) = .05, 
Mse = 11.47, p = .82). This result indicated that there was not a difference between students 
in the face-to-face group (Suggested M = 7.50, SD= 3.44; Made M = 3.60, SD= 3.95) and 
students in the electronic mail group (Suggested M = 13.18, SD= 11.97; Made M = 4.64, SD 
= 5.52). 
Research Question 2 
Research question two was stated: Is there a difference in quality of students' final 
draft when using a different conferencing format? 
When the students had completed all five stages of the writing process 
(brainstorming, drafting, revising, editing, and publishing) each student had a story that was 
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printed in published format. This final draft of their story contained all revisions and edits 
made by the third grade students. Each student's final draft was given a score using the 
overall quality rubric (see Appendix C). Three graders scored each final draft . The three 
graders met and were given base line information for each category of the rubric. The 
graders practiced scoring stories that were written previously by the third grade students 
participating in this study. When the graders were consistently giving the same score, they 
were given the student's final drafts to evaluate. The reported score is the one that at least 
two of the three graders agreed upon for each student. 
An overall score was given to each student on his or her final draft . The rubric rated 
the story in six categories: organization, paragraph structure, details and support, story 
setting, characters, and plot. A score of 1 to 4 could be received in each category of the 
rubric with 4 being the highest score. The overall score could range from 6 to 24. The 
overall scores reported for each student in both the experimental and control groups are 
presented in Table 6. 
Scores for the experimental group ranged from 8 to 19. Seven of the experimental 
group ' s final drafts received a score of 10 or higher. The control group had scores that 
ranged from 7 to 18 with eight of the ten final drafts receiving a score of 10 or higher. 
Experimental group students had a mean overall score of 12.45 (SD= 3.80) and the control 
group's overall score mean was 12.50 (SD= 4.12). When an independent t-test was run, no 
significant difference was found between means of overall scores for the groups ( see 
Appendix R, Table 11 ). 
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Story Characters Plot Total 
Setting 
2 1 3 14 
2 1 3 9 
2 2 1 10 
1 1 1 8 
1 2 1 9 
1 1 3 9 
1 2 3 15 
2 3 4 18 
2 3 3 13 
3 2 4 19 
2 1 4 13 
1.73 1.73 2.73 12.45 
Story Characters Plot Total 
Setting 
1 1 3 10 
2 2 3 12 
2 1 4 17 
2 1 1 7 
1 1 3 10 
1 1 1 8 
1 1 3 10 
2 3 3 18 
1 2 4 17 
2 2 3 16 
1.50 1.50 2.80 12.50 
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Table 6 can also be used to compare the scores for each of the six categories of the 
rubric. In the category of organization, for a student to receive a high score of 4, the story's 
organization needed to be very clear and have correct use of paragraphs with some use of 
transitional words. The points were related to the topic and developed logically. The mean 
organization score for the experimental group was 2.27, with scores ranging from 1 to 4. 
Control group scores also ranged from 1 to 4 and had a mean of2.30 for this category. 
Paragraph structure was examined in each story. The graders were looking for 
paragraphs that contained appropriate topic sentences with several complete sentences related 
to the topic. These sentences were to include a variety of sentence structures. In this 
category, the experimental group had a range of scores from 1 to 3 and a mean of 1. 73 . The 
mean paragraph structure score for the control group was 2.00 with scores ranging from 1 to 
4. 
To receive a score of 4 in the category of details and support, students needed to 
provide explanations and descriptions that support the main idea and details that give the 
reader a good picture of the story. Scores in this category ranged from I to 3 for both the 
experimental and control groups. However, the experimental group had a mean score of 
2.27, while the control group's mean details and support score was 2.20. 
The story setting should be described in detail and include the time and place of the 
story for a score of 4. Scores for the experimental group ranged from I to 3 and ranged from 
I to 2 in the control group. The mean score for the experimental and control group was I . 73 
and 1.50 respectively. 
To receive a score of 4 in the category of characters, the characters needed to be 
extensively described. For a score of 3, the character was only described fairly well. A score 
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of 3 was the high score received by both groups with a low score of 1. The experimental 
group's mean score for the category of characters was 1. 73 and was 1. 50 for the control 
group. 
Plot was the last category evaluated. A perfect score of 4 was received if the events 
of the story were logical and created anticipation. The actions of the character contributed to 
the story's pattern and details were used the lead the reader from the problem to the 
resolution. The reader of a story with a plot category score of 4 wants to keep reading to find 
out what is coming next. The experimental group had a mean score of 2. 73 and the control 
group ' s mean score was 2.80. Both groups had scores that ranged from 1 to 4 . 
Research Question 3 
Research question three was stated: Does the format of conferencing used affect 
student attitudes toward the writing process? 
An open-ended interview was conducted with some students to determine their 
attitudes toward the writing process, revising and editing, and the use of electronic mail ( see 
Appendix D). The thesis committee decided to use an interview to gather responses due to 
the age of the students. The students' attitudes could be assessed using a survey, but a likert 
scale would not capture their reasoning for such a response. The committee agreed that five 
students from the experimental group would be interviewed. 
Five students from the experimental group were randomly selected to participate in 
the open-ended interview. The interview was recorded and transcribed for analysis. The 
interview began by focusing on general questions about the writing process. When asked if 
the students enjoyed writing stories, one student responded, "They are fun to write and you 
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can write about all different things." Another student said, "It is fun to make up stuff and 
you can make it really funny and it makes you laugh." Other responses included, "Because I 
like to type" and "It's kind of fun." All five third grade students indicated that they enjoy 
writing stories . 
. The next phase of the interview focused specifically on the writing process, in 
particular the revising and editing stages. Questions were asked to find out if the students 
liked to receive revising and editing suggestions from others. All students responded that 
they liked to get suggestions. However, two students explained why in their responses. One 
student answered, "I like to get suggestions to make it better." Another said, "I like getting 
ideas because I always have something to figure out and write more about." These 
responses indicate these students realize that the revising and editing stages are an important 
part of the writing process. 
Next, students were asked to express what they personally liked or disliked about the 
revising and editing process. Most responses continued to focus on the revising and editing 
stages "helps me have a better story" or "Classmates help you correct spelling and the 
teacher tells you what is spelled wrong or what needs fixed." But, a "time" theme seemed to 
emerge from students about what they disliked, "Sometimes it takes a long time." Another 
student responded, "That you have to sit there and write and write and write." A third 
student answered, "It is sort of hard." The third grade students agreed that the revising and 
editing stages help them write a better story, but that the process took a long time and was 
even hard work. 
The last set of questions focused on the conference format. The electronic mail 
conference was liked by all because: "It was fun," "I got to get on the computer and e-mail a 
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student I didn't know," and "I like it because after they e-mailed me. I got to read their 
suggestions." Another response was "It was good because they know a lot." The part that 
the students didn't like all correlated to the answers given generally about revising and 
editing. If the students didn't like the electronic mail conference it was because "He gave 
you a lot of stuff to change" and "we had to type and type." Three of the five students 
interviewed favored the electronic mail conference instead of the usual face-to-face 
conference with a teacher. Two of the students thought that the conference format was just 
all right. A reply given by one student was "sort of and sort of not because you could 
actually read them better." One student summed it up as follows, "The university student 
was the best. Well, she actually knows more than maybe you do." 
Since the students all seemed to enjoy the electronic mail conference, the students 
were asked if more of the suggestions received in this conference were used compared to 
what they usually do. Three of the students thought that they used more of the suggestions. 
"Yes because they were kind of like you have to change this word or this, that's hard." But, 
two students responded, "No, I think I used about the same." In fact one of them replied, "I 
think I would use both. Well, they both know a lot and it would be nice if I could ask both of 
them." 
Clearly, the electronic mail conference with university preservice teachers was 
motivating for these third grade students. If the students had the option to have an electronic 
mail conference again, all of the students would like to do it. Three of the students reported 
that both types of conferencing format, electronic mail and face-to-face, were good: "I like 
using both because they are both really helpful," "I kind oflike both because it's cool," and 
"E-mailing was fun!" 
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Auxiliary Findings 
After reviewing the data, it was decided to examine further information. The 
researcher decided to examine word count of all drafts and compare the means between the 
experimental and control groups. The word count tool built into the word processor was used 
to obtain these data. A word count was calculated after the first draft, the second draft ( after 
revisions), and the final draft (after edits) (see Table 7). 
A mean was figured and compared between the groups. For the rough draft, the 
experimental group had a mean of 163.09 (SD= 63.10) words, while the control group mean 
was 169.10 (SD =109.31) (see Figure 4). The control group wrote an average of6.0l more 
words in their rough drafts than students in the experimental group. 
Table 7. Word counts of first, second, and final drafts. 
Experimental Group 
(N=l 1) 
Student Rough Second 
ID Draft Draft 
Number 
2 190 240 
3 205 253 
5 58 107 
9 125 125 
12 158 193 
14 84 92 
15 280 304 
17 183 241 
18 146 244 
21 141 168 
22 224 324 
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Figure 4. Comparison of mean word count between the experimental and control groups. 
After the revisions were completed, the experimental group ' s second draft contained 
a mean of208 .27 (SD= 65.36) words, a mean increase of 45 .18 per student (see Figure 5) . 
The control group ' s second draft contained a mean of218.80 (SD= 103 .60), a mean increase 
of 49.70 words after revisions were completed. The second draft of the control group had a 
mean of 10.53 more words than that of the experimental ~roup and had an increase of 4.52 
more words after revisions had been completed. 
Word counts of the final drafts were then analyzed. The final drafts for the 
experimental group had a mean of 210.36 (SD= 66.05) words and the control group's final 
drafts contained a mean of213 .30 (SD =127.51) words (see Figure 5) . The control group 's 
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final drafts on average contained 2.94 more words than the experimental groups. When an 
independent t-test was performed on the word count of both the first and final drafts, it was 
found that there was no significant difference between groups (see Appendix R, Table 12 & 
13). 
Student data from the word count were analyzed using a 2x2 Mixed-design Analysis 
of Variance (ANOVA) with Group (face-to-face and electronic mail) as between subjects 
factor, and word count (first draft and final draft) as a within subject factor. The dependent 
measure was the increase in word count. 
A main effect was found for Group (F(l,19) = 14.00, Mse = 1007.92, p< .05). 
Overall, students' first drafts' word count (M = 5165.95, SD= 85.89) contained fewer words 
than the final drafts (M = 202.29, SD= 73 .00). 
The Group by Word Count interaction was not statistically significant (F(l, 19) = .60, 
Mse = 1007.92, p = .448). This result indicated there was no statistical difference in the 
students in the face-to-face group (First draft M = 169.10, SD= 109.30; Final draft M = 
213.30, SD= 127.51) and students in the electronic mail group (First draft M = 163.09, SD= 
63 .10; Made M = 210.36, SD= 65.36). 
Summary 
This chapter reported the results for each of the research questions. Auxiliary 
findings were also presented. 
The first research question examined the effects that the conferencing format had on 
the number and types of revisions and edits made by the third grade students. The students in 
the experimental group electronically mailed their stories to university preservice teachers for 
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their conference and the control group students had their conference face-to-face with the 
classroom teacher. 
For content conference revisions, the experimental group received a mean of 10.82 
(SD= 2.86) suggestions and revised an average of 5.91 (SD= 3.53). The control group 
students revised a mean of 5.60 (SD= 2.68) of the 8.30 (SD= 2.50) revision suggestions 
received. The experimental group received and completed more revisions than the control 
group students. The independent t-test results indicated that the control group approached 
significance in the number of completed revisions. Also, the control group revised a mean of 
67.90% of the revision suggestions received, while the experimental group only averaged 
52.36%. 
After the COPS conference for edits, the experimental group had received a mean of 
38.00 (SD =19. 78) editing suggestions and completed an average of 17.45 (SD= 10.35) of 
them. The students in the control group received a mean of 3 1.40 ( SD = 17. 03) suggestions 
and edited an average of 13 .70 (SD =15 .08). The results of an independent t-test showed no 
significance in these means. Experimental group students completed a higher percentage of 
the suggested edits (46.45%) than the control group students (42.40%). 
Although there was no significant differences found between groups, the percent of 
completed edits indicate that the control group made more story structure edits than the 
experimental group. The preservice teachers recommended forty story structure edits with 
the experimental group students completing nine of them (22.50%). The control group 
students received sixty-one story structure edits and made twenty-eight edits ( 45 .90%). 
Research question two was developed to examine the overall quality of the third 
grade students' final drafts. Data were gathered using an overall quality rubric. Results were 
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compared between the two styles of conferencing format to see if it resulted in a different 
quality level on the students' final drafts. The experimental group's mean overall score was 
12.45 (SD= 3.80) compared to the control group's mean score of 12.50 (SD =4.12). There 
was no statistical difference in the mean score between the groups. 
Research question three was written to examine the students' attitudes about the two 
conferencing formats. The students' attitudes were assessed using an open-ended interview. 
The students all enjoyed the writing process and knew that the revising and editing stages 
were important to the process. The students like getting suggestions for improvement, but 
disliked that it took a long time and was hard work. All of the interviewed students liked the 
electronic mail conference with the university preservice students and would be willing to 
have their conferences by electronic mail in the future. 
The auxiliary findings analyzed the word count of the first, second, and final drafts of 
each student. The results were compared between the experimental and control groups. The 
experimental group students had a mean of 163.09 (SD =63.10) words in their rough draft. 
After revising, the experimental group students' stories contained an average of 208.27 (SD 
= 65.36) words. When all revisions and edits were completed, the experimental group's final 
draft averaged 210.36 (SD =66.05) words. The control group's rough draft had an average of 
169.10 (SD= 109.31) words. The number of words in the control group's second draft rose 
to an average of 218.80 (SD= 103.60) words. When the control group students published 
their final draft, they average 213.30 (SD= 127.51) words. An independent t-test found that 
there was no statistical difference in the word count between groups. 
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The next chapter will review these results and discuss possible explanations for 
differences found or not found between the conferencing formats . Recommendations for 
future research will also be discussed. 
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CHAPTER 5. CONCLUSIONS 
This chapter will begin by summarizing the research study. A summary and 
discussion of the research results follow the study's summary. Finally, recommendations for 
future research will be suggested. 
Summary of the Study 
This study was designed to examine the effects of writing process revisions when 
using different conferencing formats with third grade students. This study was conducted 
using a quasi-experimental design and its duration was three weeks. The third grade students 
who participated in the study had been using the writing process since the beginning of the 
school year. The study was designed to follow the procedures the third graders used when 
working in the writing process. 
The study's design coincided with the five stages of the writing process: prewriting, 
drafting, revising, editing, and publishing. All of the third grade students started the writing 
process by brainstorming a list of topic ideas and selecting one for their story. The students 
continued this brainstorming stage by sketching a picture to help develop their story ideas 
visually. Each student used the ideas from the illustration to complete a story map. To aid 
the students in the drafting stage, the story map and illustration were used. Then each student 
used a word processor to compose the first draft of his or her story. 
When the drafting stage was completed, each student met with a peer for an initial 
revision conference. During the peer conference, the peer listed two positives and two ideas 
that needed further revision. When this conference was completed, the students in the 
experimental group met with the classroom teacher to compose an electronic mail message to 
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a university preservice teacher for their revision conference. The preservice teachers used 
the content conference guidelines to give suggestions to the third grade students on possible 
revisions. Control group students met with the classroom teacher in a face-to-face 
conference to receive revision suggestions during their content conference. At the 
completion of the content conference, the third grade students used the suggestions they had 
received to make revisions to their first draft. 
The fourth stage of the writing process, editing, came after all the revisions were 
completed to the first draft. Experimental group students electronically mailed their second 
draft to the same preservice teacher for their COPS ( capitalization, organization, punctuation, 
and spelling) conference to receive editing suggestions. The classroom teacher met face-to-
face with the control group students for their COPS conference. When all the students had 
completed the COPS conference, the students made editing corrections to their second draft . 
When all edits were completed, the students reread their story and made any final corrections 
before publishing their final copy. 
Summary of the Results 
This study addressed three research questions. Research question one investigated 
the number and types of revisions and edits made by the third grade students. Research 
questions two addressed the overall quality of the final draft . Finally, research question three 
assessed the students' attitudes towards the writing process, revising and editing, and the 
electronic mail conferencing format. 
Data to assess the number and types of revisions and edits made were gathered by 
comparing the first, second, and final draft, along with the revising and editing suggestions 
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received in the conferences. To obtain the quality of the students' final drafts, a scoring 
rubric was used. An interview was conducted to assess the students' attitudes. The results of 
this study were analyzed statistically by performing independent t-tests and analysis of 
variance (ANOV A). 
When analyzing the data for the number of revisions suggested and completed, 
students in the experimental group received more revision suggestions from the preservice 
university teachers (M = 10.82) than the control group received from the classroom teacher 
(M = 8.30). Plus, the experimental group made more of the suggested revisions (M = 5.91) 
than the control group (M = 5.60). The results were analyzed using an independent t-test and 
ANOVA to assess the means of the revisions made by both the experimental and control 
groups. The results of those tests indicated the number of completed revisions approached 
significance for the control group. 
The number of COPS edits suggested and completed was tabulated for each group. 
The experimental group received more suggestions (M = 38.00) and completed more of those 
suggestions (M = 17.45) during the electronic mail conference with the university preservice 
teachers than the control group did in their face-to-face conference with the classroom 
teacher ( suggested M = 31 . 40; made M = 13. 70). There was no statistical difference in the 
mean number of edits completed between groups. 
The category of organization was broken into two categories: story structure and 
format of document. The suggestions given in the editing conference were placed into one of 
the categories. The story structure suggestions were analyzed. It was discovered that the 
control group received more story structure editing suggestions ( 61) than the experimental 
group ( 40). In addition, the control group completed 45. 90% of those suggestions compared 
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to 22. 50% that the experimental group edited. However, there was no significant difference 
between the groups' mean number of edits. 
The overall quality of the students' final drafts was determined using a scoring rubric. 
The experimental and control groups had mean scores of 12.45 and 12.50, respectively. 
Once again, there was no significant difference in the mean scores between the experimental 
and control groups. 
Interviews were conducted to collect data about students' attitudes toward the writing 
process. All of the students interviewed like to write stories. The students also agreed that 
the revising and editing stages of the writing process were important to help improve the 
quality of their stories. However, the students did not like that it required hard work and a lot 
of time. The students interviewed agreed that they liked the electronic mail conference and 
would enjoy conducting a conference in this format again. However, three of the students 
thought that the face-to-face conference with the classroom teacher still provided them with 
good suggestions and either conferencing format would be beneficial. It was also stated that 
using a combination of conferencing formats would be another way to receive suggestions 
during the revising and editing stages. 
Auxiliary findings, analyzing the word count at each stage of the writing process, 
were reported. This analysis concluded that the students in the control group wrote more 
words at all stages of the writing process. The rough, second, and final draft mean word 
count for the experimental group was 163.09, 208.27, and 210.36; while the control group's 
mean word count was 169.10, 218.80, and 213.30. However, there was no significant 
difference in the word counts between the experimental and control groups. 
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Discussion of the Research Findings 
This section will discuss the results of this research study. This study was conducted 
to find out if third grade students would make more revisions and edits during the writing 
process if the conference was conducted via electronic mail with university preservice 
teachers verses the usual format of face-to-face conferencing with the classroom teacher. 
Data were also gathered to see if the conference format effected the overall quality of the 
third grade students' final drafts. In addition, some students were interviewed to determine 
their attitudes toward the writing process, the revising and editing stages, and the 
conferencing format. 
The experimental group electronically mailed their stories to preservice university 
teachers to receive conference suggestions. This is different than what is usually done in 
terms of conferencing format during the writing process especially with younger students. 
The control group met with the classroom teacher in a face-to-face conference for their 
suggestions, which is how conferences are usually conducted. 
Previous research studies have found that audience plays an important role in the 
quality of writing (Allen, 1993; Cohen & Riel, 1989; Freedman, 1994; Robbins & Fischer, 
1996). Results from these studies indicate that student's overall quality of writing improved 
when writing for a specific audience. However, these studies were conducted with upper 
elementary or older students. Since the audience (university students vs. teacher) did not 
significantly effect students overall quality of writing between groups possible reasons for 
this difference in results need further examination. 
One possible explanation for the difference could be in how the third grade students 
perceived their audience. Wyse (1998) stated that an audience needs to be real to a student 
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and the audience has to be important to the student to motivate him or her to write. In this 
study, the students seemed to view both the presevice teachers and the classroom teachers as 
a real audience. Both groups of students were motivated to write and to make revisions and 
edits to their stories for their audience. In fact, the experimental and control groups had very 
similar means, 12.45 and 12.50 respectively, reported on overall writing quality. 
The classroom teacher was viewed as a real audience that could interact with each 
student in the conference. Third grade students may very well see their teacher as an 
authority figure. They also may want to please their teacher by doing what is asked of him or 
her. The university preservice teachers were also viewed as a real audience even though the 
conference was held over electronic mail, but direct interaction did not occur. This group of 
students still viewed the preservice teachers' suggestions as important to the revising and 
editing process. Through the interview, the students indicated that the university preservice 
teachers knew a lot, possibly even more than their classroom teacher did. These students 
were motivated to write for the classroom teacher and the university preservice teacher and 
therefore performed equally well on their writing task. 
Similarly, a rapport between the third grade students and the classroom teacher had 
already been established. Since students had been working in the writing process for the 
entire school year, the teacher and students had developed a relationship of trust and respect. 
Students working with the teacher could continue to exchange dialogue that may have 
allowed for better clarification when revising and editing their stories. Since this study was 
conducted over a short time period, the third grade students didn't get to know the preservice 
teachers and really had no time to establish the same type of relationship. There was no or 
very little dialogue between the third grade students and the university preservice teachers 
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during this study. If the duration of the study had been longer, so the third grade students and 
the preservice teachers could have exchanged more electronic mail, the results may have 
been different. 
In this research study, students in both groups were using the word processor as a 
learning tool in the writing process. Many of the studies that were conducted previously 
have examined the difference between writing with paper and pencil and writing using a 
word processor. Results from these studies report that the use of the word processor tends to 
improve the quality of students' writing and their attitudes about writing, revising, and 
editing (Butler & Cox, 1992; Cochran-Smith, 1991; Montague, 1990; Reed, 1996). Since 
both groups in this study were allowed to use a word processor, that might have contributed 
to the overall writing quality results being similar between groups. All students who 
participated in the study were motivated to write which supports earlier findings. These third 
grade students had only written one other story using the word processor instead of paper and 
pencil. This could have been a motivating factor for students while working during the 
writing process. 
In addition, the word processor allows revising and editing to be a neat and easier 
process than writing with paper and pencil (Bangert-Downs, 1993; Bruce & Rubin, 1993; 
Cochran-Smith, Paris, Kahn, 1991; Tompkins, 2000). Since students in both groups used the 
word processor, it allowed students to revise and edit with ease. Because it is easier, students 
might have completed more revisions and edits than they would have using paper and pencil. 
In this study, there was no significant difference found in the final draft's quality 
between groups. This might be due to the types of revisions and edits the third grade 
students make while writing. Inexperienced writers make corrections at the word level 
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(Simic, 1994). The focus of revising and editing is on deleting or inserting text because these 
are easy functions to perform. Also, inexperienced writers make microstructure revisions, 
such as punctuation or spelling (Reed, 1996). As writers become more experienced, more 
complex organizational changes can be made (Simic, 1994). These changes are 
macrostructure revisions and focus more on paragraph or whole essay revisions (Reed, 
1996). Collectively, these types of revisions make a difference in the overall quality of the 
story. Since the subjects of this study were third grade students, their experience in the 
writing process is limited. The third grade students made mostly word level and 
microstructure revisions. An example of one student's revision process: 
Student text: Once a pone a time there was a hedlis pig and it met a chichen. 
Revision suggestion: Describe your characters. 
Revised student text : Once a pone a time there was a hedlis pig and it was fat and it 
met a chichen and it was medeum. 
This study was only the second time students had used the word processor during the writing 
process. Since word processing had not been used consistently, the students didn't have 
refined word processing skills. 
Recommendations 
Several recommendations can be offered based on the results of this study. These 
recommendations may assist others as further research is conducted in this area. 
The first recommendation is to analyze the quality of the students' writing after their 
first draft and then again when the final draft is completed. By using a quality scoring rubric, 
such as the one used in this study, further comparison could be made as to how the 
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conference format effected the quality of the students' stories. Since this study only analyzed 
the overall quality of the students' final draft, additional data could be collected to compare 
writing scores starting with the first draft. If the quality was assessed before and after 
revisions and edits were completed, the data could have been analyzed differently. The 
classroom teacher made more story structure organizational editing suggestions compared to 
the university preservice teachers. The classroom teacher seemed to focus on higher level 
revisions and edits compared to the preservice teachers. If the quality was assessed before 
and after conferening, different results may have been seen concerning the overall quality of 
the students' stories between the experimental and control groups. 
A second recommendation would be to extend the length of the study. This study 
was conducted over a short time period. If the study was lengthened, the researcher would be 
able to follow students' writing for a longer time period. More time might enable the editors 
at a distance time to build more of a relationship with the students. This may be more 
motivating for the students. University preservice teachers would gain more experience in 
assessing student work and students might receive more suggestions and make more 
revisions to their writing. As they gain more experience, the preservice teachers may change 
the types of suggestions given to higher level revisions and edits that would improve the 
quality of the story. The interactions that occur between the third grade students and 
preservice teachers could also be studied. 
Another possible extension of this research study would be to use a video conference 
format instead of electronic mail. During an electronic mail conference, the interaction is by 
text only. Also, the students have to wait for a response to read the suggestions unlike face-
to-face conferencing where there is immediate feedback. During a video conference, a third 
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grade student and a preservice teacher could dialogue about the story similar to what they do 
with a classroom teacher. This would provide clarification of confusing text and also provide 
guidance that can't be given through an electronic mail conference format. 
The use of video conferencing could be implemented in two ways. One way it could 
be used would be in addition to electronic mail conferences. Video conferencing could be 
used to introduce conferencing partners and allow real-time interaction. The majority of the 
conferencing could be conducted via electronic mail with the use of video conferencing as an 
additional communication mode. A second way would be to use video conferencing as the 
only mode of communication. This would require both parties to set up a time that they 
could "meet." Video conferencing would allow instant interaction during the conference. 
Conclusions 
This research study was conducted to examine if conferencing format effected the 
type and number of revisions and edits made by third grade students during the writing 
process. Findings from this study will provide lower elementary teachers with information to 
make an informed decision on the use of electronic mail conferences during the writing 
process. 
Although the results from this study indicated there were no significant differences 
between the experimental and control groups in most of the areas examined, it still provides 
some results that lead to further investigation and research. It also provides information 
about younger learners who use technology in multiple ways in the writing process. 
This study indicated no negative effect on the third grade students' writing by using 
an electronic mail conference. When students are exposed to something through their years 
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in school, learning can become redundant. This is true about writing during the writing 
process. Often, students need a change of routine. This study indicates that the use of an 
electronic mail conference with university preservice teachers did not negatively impact the 
third grade student's writing and could be used without effecting the students' learning. 
As computers continue to become a prevalent part of education, the process of 
teachers using technology in new ways, like the use of electronic mail conferences, will be 
necessary. The integration of the word processor with the writing process has already been 
shown to improve students' writing and their attitudes. It is necessary to continue to examine 
new uses of technology and how they will impact the writing process. Hopefully, this study 
will inspire others to study the effects of technology on the writing process and continue to 
help improve how students learn. 
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APPENDIX A: CONTENT CONFERENCE GUIDELINES 
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Content Conference Guidelines 
Beginning 
Introduction of character 
The character(s) have been described so he/she can be pictured in the 
reader's head. 
Description of setting 
Setting has been described and the reader can picture it. 
Problem has been introduced. 
Middle 
3 to 4 "big" events to lead the reader to the conclusion 
Details have been used to describe each event 
End 
Problem has been solved 
Conclusion - the story doesn't just end 
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APPENDIX B. COPS CONFERENCE GUIDELINES _ 
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COPS Conference Guidelines 
Capitalization 
Do all sentences begin with a capital? 
Are all proper nouns capitalized? 
Organization 
Are each event and its details in separate paragraphs? 
Is this a new event? What do you need to do? 
Punctuation 
Check for punctuation at the end of sentences. 
Did you use punctuation after any abbreviations? 
Did you put a space after end punctuation? 
Spelling 
You need to recheck the spelling of (number) of words on this page. 
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APPENDIX C. OVERALL QUALITY RUBRIC 
Overall Quality Scoring Rubric (Won, 1999) 
4 
Organization The organization of the story 
is very clear. The main points 
are developed by the correct 
use of paragraphs. 
Transitional words or phrases 
might have been used. All of 
the points are logically 
developed and relate to the 
topic. 
Paragraph First sentence in each 
Structure paragraph contains 
appropriate idea for topic. 
Contains several sentences 
about topic. Uses complete 
sentences. Includes a variety 
of sentence structures. 
Details & Support There are explanations, 
examples, reasons, details 
and descriptions that directly 
support the main idea or 
theme. Main points are 
elaborated upon and 
explained in detail. All of the 
explanation, examples, 
reasons, and descriptions are 
accurate and appropriate. 
When done, the reader gets a 
good picture of what the 
story was about. 
3 
The organization of the story is 
fairly clear. Many of the main 
point are developed in accurate 
paragraphs, and there may be 
some use of transitional words 
and phrases. Although most of 
the points are developed 
logically, there may be a few 
omissions or irrelevancies. 
Several sentences included in 
each paragraph but ideas may 
not always connect with topic. 
Adequate sentence structure 
used, but many contain some 
fragments and run-on sentences. 
Limited variety of sentence 
structure used. 
Some explanations, examples, 
reasons, and descriptions are 
provided to support the main 
idea or theme. Although some 
of the support is not entirely 
complete, it is usually accurate. 
2 
Although the story may have 
some organization, it is not 
really evident. There may be 
some incorrect paragraphing, 
and a limited use of transitional 
words and phrases. Many of the 
points may not be developed 
logically. 
Support has been attempted but 
only a few of the main points 
have been expanded upon. 
Details lack specificity and 
support is loosely developed. 
Some of the support may be 
incomplete or inaccurate. 
1 
There is little or no evidence 
of organization and little or no 
logical sequence in the story. 
The story is a fragmented list 
of ideas or sentences or both. 
No paragraphs are used in the 
story. No sentence structure. 
Frequent use of fragments and 
run-on sentences. 
There is little or no support for 
the main idea or theme and 
much of the support may be 
questionable or inaccurate. 
Few or no details are used to 
explain main idea or theme. 
\0 
VI 
Story Setting Provides a detailed 
description of the story 
setting. Included statements 
about the time and place of 
the story. 
Characters Characters are extensively 
described ( appearance, 
action, dialogue) 
Plot The story contains a logical 
(problem, goal, series of events designed to 
action, outcome) create anticipation. Each character's path contributes 
to the story's pattern of 
action and reaction. A 
problem has been designed 
that leads to a 
solution/resolution and 
outcome. Describes in detail 
the steps the character(s) 
takes to successfully resolve 
the problem. Keeps tl1e 
reader wanting to find out 
what' s coming next. 
Provides a satisfactory 
description of the story setting. 
Additional details are needed to 
provide reader with more 
information. 
Characters are fairly well 
described. However, they still 
need to be developed in detail. 
The solution to problem or 
conclusion is recognizable but 
not as well crafted as the reader 
might wish. 
Story has potential to be 
interesting but at this time does 
not present a complete picture. 
Description of the story setting 
given was vague. Time, place or 
both were not included. 
Characters are just introduced in 
the story. The descriptions 
given are vague. 
No description of the story 
setting was given. 
Characters are only 
introduced. Minimal or no 
character descriptions are 
given. 
No clearly identifiable 





APPENDIX D. INTERVIEW QUESTIONS 
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Interview Questions 
1. Do you enjoy writing stories? Why or why not? 
2. Do you like getting suggestions on how to make your story better or do you think that 
your stories are well written the first time? 
3. When given revision suggestions, do you try to add them to your story? Do you think 
revising helps make your story easier to understand? 
4. What do you like about getting revision suggestions from your classmates and teacher? 
What don't you like about it? 
5. What did you like about e-mailing your story to someone at Iowa State to get revision 
suggestions? What didn't you like? 
6. Do you think that the suggestions given to you by the Iowa State student were better than 
the ones your classmates or teacher gives to you? Why do you think that? 
7. Do you think you used more of the suggestions from the Iowa State student? Why do 
you think this? 
8. Would you like to e-mail your story to get feedback again or do you like using classmates 
andtheteacher? Why? 
99 
APPENDIXE. STORYFORPRESERVICE TEACHER TRAINING 
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Once there was a girl named 
Bright Moon. She lived on a 
planet named Shining Star. 
Bright Moon lived with her 
horse named Shooting Star. 
One day Bright Moon and 
Shooting Star saw to bad gise 
trying to get the planits riches. 
"What shood we do"? Asked 
Bright Moon. "I don't know". 
Said Shooting Star. "How 
about we tell Shoowy the 
hos of the planet"said Shooting 
Star. Bright Moon and 
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Shooting Star toled Shoowy 
about the bad gise. Shoowy 
went out and saw the bad 
gise trieing to get the planet's 
riches. Shoowy said "Bright 
Moon you and Shooting Star 
have to get your frein' s Stalon 
and Rivy and get thows bad 
gise out of here." "Ok" said 
Bright Moon. "That shood be 
easy" said Shooting Star. 
Bright Moon and Sooing Star 
went to get Stalon and Rivy. 
Stalon and Rivy were at the 
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Arcade bilding. When Bright 
Moon and Shooting Star 
walked in Rivy won the arcade 
game. They ran over and said 
"good job"! "Thanks" Rivy said. 
"I'd hate to roowen the fun, but 
we half to get rid of some bad 
gise". "Ok" she said. They went 
and saw the bad gise. "The bad 
gise got in the safe" said Rivy. 
"Oh no"! yelled Bright Moon. 
Rivy and Bright Moon got on 
there horses Stalon and Shooting 
Star. Stalon and Shooting Star 
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flouw down and landed behind 
the bad gise. The bad gise trend 
around and when they saw them 
they ran. Stalon and Shooting 
Star flouw after them. Rivy and 
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APPFNDIX F. BRA.INSTORM!NG PICTURE SAMPLE 










APPENDIX H. GRAPHIC ORGANIZER SAMPLE 
(EXPERIMENTAL GROUP) 
After You Have Read: Book Repo1 
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APPENDIX I. GRAPI-IlC ORGANIZER SAMPLE 
(CONTROL GROUP) 
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APPENDIX J. REVISION SUGGESTIONS SAMPLE 
(EXPERIMENT AL GROUP) - - -
One day I won a show 
on TV called TO TELL 
THE TRUTH.I won a 
trip to space.I called all 
my firends especially 
Anthony.We packed all 
our things and went to 
the space shuttle. When 
we got to the space 
shuttle we got our stuff 
on. Then we got in the 
rocket. I 0,9,8, 7,6,5,4,3,2 
,l,BLAST OFF! Our 
heads got yanked back 
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What do you have to do for this 
game show? 
Is Anthony the only person that 
went with you? 
What things did you take with 
you? 
How big was the space ship? 
Did you wear the astronauts' 
space suits? 
when we took off. The 
clouds blew away from 
the wind when we 
past. When we got to 
space Eric thought the 
stars looked like floting 
glitter. Then he 
said"look! Jonny' s 
dead!"After a while we 
landed on the moon.We 
got out and put our flags 
up.Then we got back in 
the rocket.On our way 
back to the space shuttle 
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Did it hurt your heads? 
What did the clouds look like 
when you went past them? 
What happened to Jonny? 
What was the moon like? 
What else did you do on the 
moon? 
an alien past. "I thought 
aliens didn't exsist" said 
Aaron. Then we started 
to go. When we started 
we hit an invisible 
force. The rocket fliped 
back and hit a planet.It 
crashed so we had to get 
out and walk 
around.Anthony said " 
look sadllite!"It landed 
right where we were. 
An alien came out and 
flue away.When we got 
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What happened to the alien after 
you saw it? Did it just 
disappear? 
What was the planet that you hit? 
What did the planet look like? 
What did the satellite look like? 
What did the alien look like and 
did it say anything? 
back in I let Anthony 
drive.When we were 
driving a star blasted 
through the force and 
the force 
disapeared. Then we 
went back to 
earth. When we landed 
everyone in the space 
station clapped. When 
we got out of the space 
station and we went 
back to our house, we 
decided to go to Dairy 
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Did anyone meet you at the space 
station? Your mom or dad? 
Queen and get some ice 
cream. THE END! ! 
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Your story was very good and it 
sounded like you would have had 
a good time. You are a very 
good writer. 
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APPENDIX K. REVISION SUGGESTIONS SAMPLE 
(CONTROL GROUP) 
Once a pone a time 
there was a hedlis pig 
and it met a chichen. 
They went on a 
advencher and the 
Back to the farm and the 
. Farmer was happy to 
see the pig he.Let the 
pig stae in sid the house 
for. five days and the. 
f)\~ 
farm tote the pand they 
\ ntrLA(le..f 5 
did karate for in troters 
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karate on the in troters 
they left and they lived 
happy ever after. The 
end. 
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APPENDIX L. EDITING SUGGESTIONS SAMPLE 
(EXPERIMENT AL GROUP) 
One day I won a show on 
TV called TO TELL 
THE TRUTH.On the 
show there are three 
people who have the 
same name and the other 
people try to find out 
who has the real name. 
Hey! I won a trip to 
space! I called all my 
frrends especially 
Anthony. Then I called 
the rest of my frrends to 
come with me.We 
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Good job making sure that all of the 
sentences are capitalized on this 
page. 
Make sure that each sentence has the 
right number of spaces after the 
punctuation marks. 
Check the spelling on 2 words on 
this page. 
packed all our things and 
went to the space 
shuttle. When we got to 
the space shuttle we got 
our space suits on. Then 
we got in the 
rocket. I 0,9 ,8, 7,6,5,4,3,2, 
1,BLAST OFF! Our 
heads got yanked back 
when we took off.It 
really hurt our heads. The 
clouds blew away from 
the wind when we 
past.We 
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All of the capitalization and spelling 
were done very well on this page. 
Good Job! 
Check the spaces after the 
punctuation. 
thought it looked like 
cotton candy. When we 
got to space Eric thought 
the stars looked like 
floting glitter.Then he 
said"look! Jonny' s 
dead!"He pointed at a 
group of stars that looked 
like a kid that was 
dead.After a while we 
landed on the moon.It 
looked like a 
big,gray,sqishy ball with 
little valcanos on it.We 
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Check the spelling on 3 words on 
this page. 
Make sure you have the right spaces 
after punctuation. 
got out and put our flags 
up. When we were 
waiking Anthony fell in a 
hole but we pulled him 
out. Then we got back in 
the rocket.On our way 
back to the space shuttle 
an alien past.Then it 
disapeared"I thought 
aliens didn't exsist" said 
Aaron. Then we started to 
go. When we started we 
hit an invisible 
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Check the spelling on 3 words on 
this page. 
Check the spaces after punctuation. 
Check the correct use of the word 
"past". 
force. The rocket fliped 
back and hit a planet.It 
was satem.It had a big 
ring around it.It crashed 
so we had to get out and 
walk around.Anthony 
said "look sadllite!"It 
landed right where we 
were. An alien came out 
and flue away.When we 
got in I let Anthony 
drive. When we were 
driving a star blasted 
through the force and 
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Check the spelling on 4 words on 
this page. 
Check the spaces after punctuation 
the force 
disapeared. Then we went 
back to earth. When we 
landed everyone in the 
space station clapped.Our 
moms and dads 
came. When we got out of 
the space station and we 
went back to our 
house, we decided to go 
to Dairy Queen and get 
some ice cream. THE 
END!! 
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There is only I spelling error on this 
page. 
Check the spaces after punctuation. 
Your story is very good. I am really 
proud on how much you have done 
to this story. You really kept my 
attention the whole time while I was 
reading it. IfMrs. Headlee will let 
you, I think that you should write 
some more about some of the 
adventures on this space trip. It 
could make a very good story or 
small book. I can't wait to see the 
finished paper. Good Job. 
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APPENDIX M. EDITING SUGGESTIONS SAMPLE 
(CONTROL GROUP) 
Once a pone a time 
there was a hedlis pig 
and it was fat and it met 
a chichen and it was 
medeum They went on 
a advencher and wint to 
Alaska and they mad a 
anigloo.On the way the 
chiciken gits. Hit by a 
car and the pig wint. 
Back to the farm and the 
. Farmer was happy to 
see the pig he.Let the 
pig stae in sid the house 
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for. five days and the. 
Farm tote the pig karate 
for intruders and the pig. 
Met a hoeres out side 
and they went to sleep 
and. Intruders came and 
they wock up and did 
karate on the in troters 
the pig dase a belyfiop 
on the intruders and the 
house kickes the 
intruders and he left 
and they lived happy 
ever after. the end 
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APPENDIX N. FINAL DRAFT SAMPLE 
(EXPERIMENT AL GROUP) 
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One day I won a show on TV called TO TELL THE 
TRUTH.On the show there are three people who have 
the same name and the other people try to fmd out who 
has the real name. Hey!I won a trip to space!! called all 
my friends especially Anthony. Then I called the rest of 
my friends to come with me.We packed all our things 
and went to the space shuttle. When we got to the space 
shuttle we got our stuff on. Then we got in the 
rocket.10,9,8,7,6,5,4,3,2, 1,BLAST OFF! Our heads got 
yanked back when we took off.It really hurt our 
heads. The clouds blew away from the wind when we 
past.We thought it looked like cotton candy.When we 
got to space Eric thought the stars looked like floating 
glitter.Then he said"look!Jonny's dead!"He pointed at a 
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group of stars that looked like a kid that was on the 
ground.After a while we landed on the moon.It looked 
like a big, gray, squishy ball with little volcanos on it. 
We got out and put our flags up.Then we got back in 
the rocket.On our way back to the space shuttle an alien 
passed."! thought aliens didn't exist" said Aaron.Then 
we started to go. When we started we hit an invisible 
force.The rocket fliped back and hit a planet.We 
crashed so we had to get out and walk around.Anthony 
said" look satellite!"It landed right where we were. An 
alien came out and flue away. When we got in I let 
Anthony drive. When we were driving a star blasted 
through the force and the force disappeared. Then we 
went back to earth. When we landed everyone in the 
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space station clapped.When we got out of the space 
station and we went back to our house, we decided to go 
to Dairy Queen and get some ice cream. THE END! ! 
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APPENDIX 0. FINAL DRAFT SAMPLE 
(CONTROL GROUP) 
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-- - Once a pone a time-there-was a hedlis pig and it was fat 
and it met a chichen and it was medeu. They went on a 
advencher and wint to Alaska and they mad a 
anigloo.On the way the chiciken gits hit by a car. The 
pig wint Back to the farm and the . Farmer was happy 
to see the pig he let the pig stae in sid the house for five 
days and the Farm tote the pig karate for intruders and 
the pig met a hoeres out side and they went to sleep 
and. Intruders came and they wock up and did karate on 
the in troters the pig duse a belyfiop on the intruders 
and the house kickes the intruders and he left. T hey 
lived happy ever after. The end 
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APPENDIX Q. CONSENT FORM 
October 24, 2001 
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My child, ___________________________ ___J 
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__ may participate in the writing research study. 




APPENDIX R: INDEPENDENT T-TEST RESULT TABLES 
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Table 8. Independent t-test of means for content revisions. 
Group N df Mean SD t p 
Experimental Group 11 19 5.90 3.53 .22 .825 
Control Group 10 5.60 2.68 
* = p<.05 
Table 9. Independent t-test of means for COPS edits. 
Group N df Mean SD t p 
Experimental Group 11 19 17.45 10.35 .67 .510 
Control Group 10 13 .70 15.08 
* = p<.05 
Table 10. Independent t-test of means for story structure organizational edits. 
Group N df Mean SD t p 
Experimental Group 11 19 .82 1.94 -1.74 .098 
Control Group 10 2.80 3.19 
* = p<.05 
Table 11 . Independent t-test of means for overall quality score. 
Group N df Mean SD t p 
Experimental Group 11 19 12.45 3.80 -.03 .979 
Control Group 10 12.50 4.12 
* = p<.05 
Table 12. Independent t-test of means for first draft word count. 
Group N df Mean SD t p 
Experimental Group 11 19 163.09 63 .10 -.1 6 .878 
Control Group 10 169.10 109.31 
* = p<.05 
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Table 13. Independent t-test of means for final draft word count. 
Group N df Mean SD t p 
Experimental Group 11 19 192.18 66.05 -.49 .633 
Control Group 10 213.40 127.51 
* = p<.05 
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